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Abstract
Benita A. Kluttz-Drye
MEETING THEM AT “THA” CROSSROADS: EXAMINING GENERAL
EDUCATION TEACHERS’ KNOWLEDGE AND UNDERSTANDING OF
REACHING AND TEACHING BLACK BOYS WITH DISABILITIES
2021-2022
Corine Meredith Brown, Ph.D.
Doctor of Philosophy

Black boys with disabilities struggle in general education classrooms throughout
the United States and face challenges and barriers regarding access, success, and equity.
Educators must better understand how these students learn and create equitable
opportunities by leveraging students’ cultures, strengths, and knowledge. The purpose of
this explanatory sequential mixed methods research study is to examine teachers’
knowledge and understanding of enacting culturally responsive tenets. Four theoretical
frameworks are used: Culturally Responsive Teaching (Gay, 2002b, 2018), Ethic of Care
(Noddings, 2012), Differentiated Instruction (Tomlinson et al., 2003; Tomlinson, 2017),
and Disability Studies and Critical Race Theory (Annamma et al., 2013). The Culturally
Responsive Preparedness Scale (Hsiao, 2015) (n = 138) and qualitative interviews (n = 7)
are used to gather data. Chi-square, ANOVA, and descriptive statics are used with Phase
1, and thematic coding is used with Phase 2. Emerging themes from the findings included
(a) Thoughts of Effectiveness and (b) Welcoming and Engaging Learning Environments.
A Fictive Kinship Continuum ranks teachers’ advancement towards elements of
culturally responsive teaching. Findings imply teacher preparation courses with critical
reflection and discourse examining Whiteness in education and understanding aspects of
urban education and culture are essential.
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Chapter 1
Introduction
Numerous aspects contribute to issues of access, success, and equity within K-8
schools for Black boys identified with disabilities. These students tend to be doubly
marginalized—Black and disabled. Furthermore, those experiencing socio-economic
challenges tend to be triply marginalized—Black, disabled, and economically challenged.
The latter group of students is often educated in highly impacted schools. These students
also face a need to be aware of their triple consciousness because they must understand
what it means to be Black, disabled, and economically marginalized within the
educational system. Black boys identified with disabilities in highly impacted schools
must also be able to maneuver through the challenges they are likely to experience within
each of these subgroups, both individually and collectively. Thus, it is essential for
educators to understand and be equipped to address the academic, social, and emotional
needs of such a diverse group of learners. Educators must understand how these students
learn best by leveraging the students’ cultural foundation, strengths, and existing
knowledge.
The purpose of this study is to gain an understanding of what general education
teachers know and need to know regarding educating Black boys identified with a
disability in highly impacted K-8 urban and rural schools and determining what practices
of culturally responsive teaching they employ, if any. Moreover, the voices of novice
teachers with less than 3 years of experience who teach this population in highly
impacted schools are missing from the literature. In their work, Cruz et al. (2019) noted
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that “little research has examined the extent to which teachers feel competent specifically
in their ability to implement CRT practices” (p. 3).
The teaching and learning within public schools for Black boys labeled with a
disability is extremely important to me personally and professionally. My personal
experience and professional insight have led me to this area and focus of research. I have
a son, a niece, and a nephew identified with a disability and who attended public schools
in the United States. As a Black parent and an educator with a Black son identified with a
disability, I have witnessed separation and challenges between general education and
special education teachers regarding whose responsibility it is to instruct students
identified with disabilities. I have witnessed general education teachers demonstrate a
lack of understanding and knowledge of effectively teaching students with disabilities in
the regular education classroom, as many teachers do not receive any special education
training. In addition, I have witnessed the discomfort of preservice and early-career
teachers responsible for teaching Black boys identified with disabilities. Many of these
teachers have difficulties successfully implementing effective teaching and learning
pedagogy, particularly if Black males demonstrate signs of frustration, aggravation, and
agitation.
The problem I identified is many early-career teachers (ECTs) and preservice
teachers who teach in highly impacted urban schools are not adequately prepared to
effectively teach culturally and/or linguistically diverse learners who have been identified
with a disability (Ladson-Billings, 2000; Sleeter, 2017; Sleeter & Owuor, 2011; U.S.
Census Bureau, 2017). As an educator with over 25 years of experience, I have worked in
various areas of education, including social worker, special education advocate, general
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education teacher, special education teacher in the inclusive classroom, special education
teacher in the resource classroom, master teacher, instructional coach for general
education and special education teachers, special education program administrator,
special education director, and special education and general education professor. My
experiences as a social worker helped to inform how I teach and support students and
families. Supports for families include providing flexible conference hours, engaging
families in their child’s education, and providing families with positive reinforcement, to
name a few. Such support has been instrumental in creating transformative
multigenerational change within families. As an education advocate, I have worked to
empower families and equip them with tools to amplify their voices to advocate for their
rights and their children’s rights.
Experiences and training have allowed me to see the struggles of both teachers
and students, particularly teachers who teach culturally and/or linguistically diverse
students who have been identified with a disability. My experience has been in schools
identified as urban, urbanized, and/or highly impacted. The term urbanized is defined as
schools located in rural or suburban school districts that take on characteristics often
identified and associated with highly impacted urban schools. I distinguish between the
terms urban and highly impacted because schools in urban areas are not synonymous
with low performance and underachievement. In my writing, urban refers to a geographic
location, and the term highly impacted refers to schools with a lower socioeconomic
status, a population that is more diverse than the national average, a widening
achievement gap, and disparities in financial capital, human capital, and resources.
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Within urbanized, highly impacted schools, Black boys with and without
disabilities tend to have more difficult school experiences, tend to loath school, and
receive more disciplinary infractions and office referrals than any other subgroup
(Hughes et al., 2020; C. G. Lynch et al., 2016; Marsh et al., 2022; Marsh & Noguera,
2018; Resmovits, 2014). These students are often marginalized, struggle academically,
and are met with low expectations for academic success (Ladson-Billings, 2000; Marsh
& Noguera, 2018). Black boys identified with disabilities often experience gaps in their
learning and tend to have early involvement with the juvenile justice system, which
sustains the pre-school to prison pipeline (Annamma et al., 2014; Basile et al., 2019;
Losen & Whitaker, 2017; Redfield & Nance, 2016). Research supports these students are
often disengaged in learning and display off-task behaviors when teaching and learning
are not culturally responsive and when students are taught using more traditional methods
where they must sit quietly in their seats and gain knowledge given to them (Gay, 2002a;
Ladson-Billings, 2014; Parker et al., 2017). Black boys with and without disabilities have
a higher percentage of office discipline referrals and are more often put out of class than
their White peers (De Jong et al., 2014; Ford & Moore, 2013; Frankenberg et al., 2017).
Moreover, in United States schools, Black boys are suspended more than any other group
for disruption and disrespect (Losen & Whitaker, 2017; U.S. Department of Education
Office for Civil Rights, 2016). They often experience lost instructional time, in-school
suspension, and out-of-school suspension at greater rates than their White counterparts
and are sanctioned for more minor incidents than any other subgroup (Basile et al., 2019;
U.S. Department of Education Office for Civil Rights, 2016).
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My teaching philosophy is that every child should be part of an inclusive
educational environment where their diversity is honored, respected, and leveraged to
educate them holistically. Their diversity should be included in their educational
experience, and instruction should be designed using their strengths and interest rather
than focusing on deficits. Using students’ culture and diversity should be an educational
foundation for increasing students’ engagement, understanding, rigor, and discourse. All
students should have a qualified, reflective, and effective teacher who advocates for and
equips them, challenges and expands their learning, and supports and sustains their
growth. Students should be part of a socially just classroom and have a teacher who can
identify and provide appropriate access to resources and knowledge that represents them.
As previously mentioned, I have a niece, son, and nephew identified with a
disability. I became involved in special education after my niece was identified with
multiple disabilities. My experience as a special education teacher helped contribute to
her success and later to my son’s and nephew’s success. My training and experience
within K-8 schools helped me to understand the educational system and how to leverage
my knowledge and experience to advocate for their social, emotional, and educational
needs. Moreover, my knowledge and experience allowed me to create a supportive
educational and family system where high academic expectations are the norm. Being
versed in special education laws allowed me to advocate for my daughter to receive
gifted education services when her teachers did not believe her ability warranted testing.
She was tested and scored in the gifted range for both Reading and Math and later
graduated high school and college early and with high honors. I used this knowledge to
assist my nephew in getting educational material in a larger font and to aid in my son
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receiving 504 educational accommodations when his teachers would not readily provide
him with classroom and testing accommodations such as extended time and small group
testing. I provided information to help his teachers understand how he learns and how
best to teach him. Finally, I intend to use my knowledge to help prepare all teachers to
effectively teach Black children, especially Black males, who have been identified with a
disability rather than simply funneling them into special education.
My Assumptions
I have several assumptions regarding the teaching experience of preservice and
early-career teachers regarding educating Black boys identified with disabilities. Maxwell
(2013) discusses the importance and advantage of researchers basing their research on
their own experience but suggests that the researcher must be aware of their assumptions
and biases and understand how these assumptions can influence their research study. My
assumption is not limited to gender or race but rather to the viability of the human
connection and high expectations. For example, I do not assume that just because an
educator is Black, they understand how to teach Black boys. Neither do I assume that
because an educator is White, they do not understand how to teach Black boys. In
addition, I believe that many teachers do not fully understand how to connect with and/or
teach culturally, linguistically, and/or ability diverse students.
I assume that early-career teachers tend to fear what they do not know and have
not had education and training in their teacher preparation programs regarding how best
to teach these students. In addition, the media often stereotypes Black boys as criminals,
exacerbating this issue. This narrative contributes to and heightens many of the fears of
these younger preservice or early-career teachers by using scare tactics, stereotypes,
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assumptions, and highlighting group differences. I also assumed that some general
education teachers would believe that students who learn differently are inferior and
incapable of being academically successful. I further believe that these students are often
hindered by their own teacher’s belief of their ability and that Black males with
disabilities are often boxed in through limitations and low expectations. Through my
teacher preparation program and social work experience, I am reflective and conscious of
my personal biases, and thus I have become aware of my assumptions. Specifically, I
continuously reflect on my own thoughts, actions, and feelings and use this information
to inform and influence my educational praxis. I intend to continue the reflection process
as I analyze the data and identify the findings during the qualitative research segment of
this mixed methods study.
My Expectations
As a Black educator with a son identified with a disability and a special education
advocate, I have some expectations that are relevant to my focus of research. I expect that
a teacher’s disposition shapes these students’ educational experiences. A pilot study with
students of color (Black and Hispanic students) identified with a disability was conducted
in Camden (NJ) City School District (Kluttz-Drye, 2018). The data in this study supports
these findings. These experiences have the potential to create both an advantage and a
disadvantage regarding interpretations of the findings of this research study. The
advantage is some of the lessons learned can be used to create a stronger study, and the
experience will help to inform and understand how research questions can be
strengthened. The disadvantage is that I have conducted and have prior experience with a
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similar study which influences my knowledge and understanding. I must be mindful not
to allow the prior experiences to create assumptions or researcher bias.
Statement of the Problem
The notion of special education and Black boys being placed into more restrictive
placements is not a new phenomenon (Blanchett, 2014; Blanchett et al., 2005), nor is the
disproportionate classification of males of color (Black, Latino, & Native American) into
special education programs (M. Lynch, 2015). Issues of educating Black boys and
placements into special education programs are noted to be underpinned by systemic
racism leading back to slavery (Harper & Davis, 2012; Trotman-Scott et al., 2015; Willie
et al., 1991). The literature indicates schools in the United States are failing miserably at
educating Black boys (Resmovits, 2014; U.S. Department of Education Office for Civil
Rights, 2016) and notes that the failure stems from practices, ideas, and beliefs relating
back to slavery (Belloni et al., 2022; R. A. Moore, 2015; Willie et al., 1991). Scholars
highlight a continuous path of poor educational opportunities from then to the current day
resulting in special education placements and overall poor educational services (Delpit,
1995; J. L. Moore et al., 2008) and charge the educational system with creating policies
and practices that limited the educational opportunities for Black people, especially that
of Black males (Harper & Davis, 2012; Jackson et al., 2010). For example, slave owners
often forbade Black people from being educated or allowed them to encourage their
children to be educated. Former slave owners used politics to hinder the education
matriculation of Black students (Belloni et al., 2022). Laws were put into place that made
it illegal for Black people to become literate from slavery until The Emancipation
Proclamation. During the Jim Crow Era, Black people found themselves in a newfound
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type of slavery—share cropping. Black children, especially Black males, were required to
help their families on the farms rather than going to school (R. A. Moore, 2015). This
was yet another way the system operated to limit the education of Black people. Jim
Crow laws resulted in educating Black people at a slower pace, especially in the South
(Belloni et al., 2022). The dire and depressing conditions of segregated schools were
often shacks with no running water, poor heating conditions, outdoor toilets, and limited
to no resources, which can be compared to current urban and intercity schools, often most
populated by Black and Hispanic students (J. L. Moore et al., 2008; Orfield, 2001).
Educational Disparities
There continue to be huge educational disparities and inequities in education for
Blacks despite the Brown v. Board of Education decision in 1954 (Blanchett, 2006; Ferri
& Connor, 2005a, 2005b, 2006; Connor & Ferri, 2005). For example, in U.S. schools,
80% of students placed in special education are Black or Hispanic males from families
with lower socio-economic status (M. Lynch, 2015), and these students tend to be taught
in more highly impacted, under-resourced schools (Lee et al., 2010; J. L. Moore et al.,
2008; Resmovits, 2014). Black boys are overrepresented in specific learning disabilities,
mild intellectual disabilities, and emotional disturbance (Delahunty & Chiu, 2020). These
students continue to be mainly educated by White, Middle class, monolinguistic women
(Cooper et al., 2011; Sleeter, 2017). The U.S. Department of Education Office for Civil
Rights (2016) reports that by 2023, classroom demographics will consist of
approximately 55% of students of color, with more than 93% of the educators being
White and less than 7% of the educators being Black males (R. A. Moore, 2015). Equally
troubling is that in highly impacted schools, most teachers do not have certification in the
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content they are teaching (M. Lynch, 2015; Resmovits, 2014). Thus, early-career teachers
must understand how to effectively teach Black males who have been identified with a
disability and receive special education services both in and outside the special education
classroom. Embracing diversity regarding how students learn is critical to improving the
education of Black boys and lessening the gap between Black and White students with
and without disabilities (Blanchett, 2014; Gay, 2010 Sleeter, 2016, 2017).
Black boys with disabilities and other diverse learners, benefit from supportive,
caring, inclusive, and affirming educational environments (Bartell, 2011; Gay, 2018;
Ladson-Billings, 1994, 2000; Sandilos et al., 2017; U.S. Census Bureau, 2017). True
inclusive educational environments embrace individuality and diversity and do not limit
diversity to race as a single factor (Zagona et al., 2017). Diversity is a mixture of the
similarities and differences of attributes that individuals possess (U.S. Department of
Housing and Urban Development, n.d.). Considering all other things equal, the greater
the variety/balance/disparity, the greater the diversity. Diversity can be considered or
examined with many attributes, including one’s ability, learning preferences, academic
needs, cultural influences, socioeconomic status, religion, and sexuality. Aspects of
teaching and learning that are essential to consider when preparing teachers and that
require additional exploration are (a) understanding the impact of incorporating culturally
responsive teaching and differentiated instruction and (b) using tenets of Disability
Studies and Critical Race Theory (DisCrit) to dismantle the educational system primarily
ingrained in racist rhetoric and ideology (Alim & Paris, 2017; Bartell, 2011). “Schools
[should be] about belonging, nurturing, and educating all children and youth, regardless
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of their differences in culture, gender, language, ability, class, and ethnicity” (Artiles &
Kozleski, 2007, p. 357).
Preservice and early-career teachers often struggle to instruct Black boys and to
create classroom spaces underpinned by cultural competence where these students are
authentically engaged, motivated, and progressing academically (Alim & Paris, 2017;
Bartell, 2011; Ladson-Billings, 1994; Warren, 2018). Preservice and early-career
teachers tend to use more traditional approaches to instructional delivery (He & Cooper,
2011; Nasir & Zafar, 2018; Trent, 2012). My definition of a traditionally instructed
classroom is one where the lesson is regularly presented through lectures, limited
responses, and restricted movement. Students in a traditional class seldom complete
hands-on activities and engage in discourse. In a traditional classroom, the teacher does
most, if not all, of the talking, and student responses are limited only to students who
raise their hands and wait patiently to be called on by the teacher. This type of classroom
does not consider the students’ learning preferences, interests, or specific educational
needs. Lessons are not designed with the students in mind; rather, teachers focus on
teaching to the middle- or average-level learners without considering the needs of more
advanced or less academically equipped students who display academic struggles.
Moreover, scholars have found Black boys tend to be more engaged and successful in
classes where there is movement, discussion, hands-on activities, collaborative learning,
and rapport with their teachers (Bartell, 2011; Warren, 2018).
Today’s teachers are charged with creating educational environments where all
students, including those identified with disabilities, are welcomed, taught to be
productive members of society, demonstrate academic growth, and become globally
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minded citizens (Allen et al., 2018; Resmovits, 2014; Sleeter, 2016; Warren, 2018). In
addition, diverse learners and those identified with special needs require support,
instruction that includes both their culture and their interests, and a sense of warm
demander to equip them to meet educational challenges (Bondy et al., 2012; Ferri &
Connor, 2005a; Ford & Russo, 2016; Harry & Klingner, 2014; U.S. Census Bureau,
2017).
Yet, many schools have failed to equip diverse learners and those with disabilities
for the future (Lee et al., 2010; Messinger-Willman & Marino, 2010; Resmovits, 2014;
U.S. Department of Education Office for Civil Rights, 2016). According to the National
Center for Education Statistics (U.S. Department of Education, National Center for
Education Statistics, 2015, 2018), students with disabilities lag more than 30% behind
their non-disabled peers in math and reading. The U.S. Department of Education,
National Center for Education Statistics (2015, 2018), among others, found that schools
struggle to effectively educate Black boys identified with disabilities in the previously
mentioned areas (He & Cooper, 2011; Jackson et al., 2010; Resmovits, 2014).
Schools with large percentages of Black students are often in urban or rural
settings, which brings about its unique challenges. These schools tend to lack needed
resources, struggle to connect with these students, lack highly qualified teachers who
connect with students, struggle to retain veteran teachers, have difficulties creating warm
demander and a sense of belonging, and often hyper discipline and/or hyper criminalize
Black males (Allen et al., 2016; Basile et al., 2019; Lambeth & Lashley, 2012; Sandilos
et al., 2017; Warren, 2018). In fact, in their study, Goldberg and Iruka (2022) found
teachers had difficulty connecting with Black boys as young as pre-K when compared to
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the teacher-student connection of their White peers. These scholars also noted that a
positive teacher-student connection has implications for the growth, education, and
development of Black boys (Goldberg & Iruka, 2022). Moreover, McLeskey, Waldron,
and Redd (2014) and other scholars postulated that only a limited percentage of schools
have successfully created equitable, inclusive educational environments, and very few
schools employ Culturally Responsive Teaching and/or Culturally Responsive
Differentiated Instruction teaching strategies that have been found to be effective when
teaching diverse learners, including Black boys with and without disabilities (Cooper et
al., 2011; Gay, 2010 2018; Goldberg & Iruka, 2022; Resmovits, 2014).
Mandates such as No Child Left Behind (NCLB, 2001), the Individuals with
Disabilities Education Act (IDEA, 2004), and Every Student Success Act (ESSA, 2015)
have attempted to support practices for engaging all learners. One mandate of IDEA is
that students be instructed in the Least Restrictive Environment (LRE), which promotes
their being educated in general education classrooms with their same-aged peers to the
greatest extent appropriate. The goal of LRE is to promote inclusive environments where
students with disabilities grow and develop through continuous interaction and
socializing with their nondisabled peers (IDEA, 2004). In fact, scholars suggest that
positive outcomes are evident when students with disabilities experience inclusive
educational practices and are educated with their nondisabled peers in a general
education classroom (National Council on Disability, 2018).
Least Restrictive Environment (LRE)
In theory, placement in an LRE general education classroom should facilitate
equitable access to effective teaching and learning practices. However, this is contrary to
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the experiences of Black boys with disabilities (Ford & Moore, 2013; Harper & Davis,
2012; Howard, 2001b, 2013; Jackson et al., 2010). Moreover, many general education
teachers express feeling unprepared or ill-equipped to educate students with disabilities
(De Jong et al., 2014). This challenge is magnified when coupled with understanding the
needs of Black male students (Davis, 2007; De Jong et al., 2014). As a result, general
education teachers often defer to special education teachers for instructing these students
because they feel unequipped (Kluttz-Drye, 2018). Also, under IDEA, students are
expected to receive a Free and Appropriate Public Education (FAPE). This is significant
because FAPE emphasizes education being designed to appropriately align to the unique
needs of the learners but fails to specifically consider the social, emotional, and academic
needs of Black Boys who have been identified with a disability (IDEA, 2004).
Mainstreaming is another term often used synonymously with inclusion, but they
are two different phenomena (C. G. Lynch et al., 2016). The goal of mainstreaming is to
provide students with disabilities access to their non-disabled peers for a limited time
during the school day. Whereas inclusion is a systematic approach that results in
adjusting the educational environment to meet the needs of all learners and allows
students with disabilities access to their non-disabled peers for at least 80% of the time
during the school day (Messinger-Willman & Marino, 2010; National Council on
Disabilities, 2018; Valle & Connor, 2019). During mainstreaming, students with
disabilities are placed in the general education classroom for a short period during the
school day, often with little or no support (Pajares, 1992). Students with disabilities only
participate with their non-disabled peers in non-tested areas such as social studies or nonacademic classes such as physical education or art (M. Lynch, 2015; C. G. Lynch et al.,
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2016; Pajares, 1992). Moreover, mainstream classroom environments are not structured
according to the students’ needs (McLeskey et al., 2014). As a result, these classrooms do
not foster a sense of belonging (Allen et al., 2018; Allen et al., 2016; M. Lynch, 2015).
These environments also do not support access for learners or design instruction based on
students’ interests or preferences (Valle & Connor, 2019; Pajares, 1992).
Inclusive Class Environments
In contrast, inclusive class environments appropriately align to the curriculum to
the needs of students, provide students with good teachers, and support access that
promotes students’ success (Valle & Connor, 2019; Zagona et al., 2017). Although there
are various iterations of what it means to have an inclusive classroom, one broader
definition is the spaces created to meet the needs of learners at various levels and
development, all of whom are taught within the same classroom (Landsman & Lewis,
2006; Roose et al., 2019). Roose et al. (2019) noted that teacher beliefs, biases,
backgrounds, and perceptions shape and impact how they interpret and implement
inclusivity within education. Researchers note that teachers’ beliefs and attitudes can
serve as affirming and accepting or dismissive and destructive and that these beliefs filter
how and what is interpreted and identify how the students before them are taught.
Teachers’ beliefs and perceptions ultimately impact the learning environment
they create (Hermans, 2009; Roose et al., 2019). Multiple scholars have noted that
teachers tend to hold more negative thoughts, beliefs, and perceptions about students of
color, students with disabilities, and students from low socioeconomic status (Bartell,
2011; He & Cooper, 2011; Warren, 2018). Thus, if teachers have a negative experience
and/or perception of Black boys with disabilities from highly impacted schools, their
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classrooms are less likely to be inclusive and educational practices are less likely to meet
the needs of these learners (Landsman & Lewis, 2006; Valle & Connor, 2019; Villegas,
& Lucas, 2002).
Preparing Learners
The above laws and practices note the importance of preparing learners to be
career or college ready but fall short when looking at the specific academic needs of
marginalized students (Lee et al., 2010; Zagona et al., 2017). Such a task, preparing
students to be college ready, can seem nearly impossible for early-career teachers who
educate Black boys identified with a disability within highly impacted schools
(Delahunty & Chiu, 2020; Nasir & Zafar, 2018; Warren, 2018). As previously noted,
highly impacted schools often lack appropriate and effective education, highly qualified
teachers, and equitable educational opportunities where Black male learners can be
successful (Bartell, 2011; Kluttz-Drye, 2018; Lambeth & Lashley, 2012; Resmovits,
2014).
Schools have tried various strategies to impact learners’ success without
specifically considering the culture, interests, and academic needs of Black boys and how
they best respond. Such strategies which have been implemented during teaching AND
learning in schools throughout the United States include the use of high-leveraged
practices, Positive Behavioral Intervention and Support (PBIS), and Multi-Tiered
Systems of Support (MTSS)—all to no avail (Arden et al., 2017). Positive behavioral
interventions and supports (PBIS) and the required use of multi-tiered systems of support
(MTSS) are educational practices that are promoted through legislation (Arden et al.,
2017), but they do not focus on incorporating the culture of Black boys and how they
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learn best. Although PBIS and MTSS support all learners, they both include components
essential to supporting students with disabilities, such as incorporating tier three levels of
interventions and Responses to Interventions (RtI).
One essential component for the academic success of Black boys labeled with and
without a disability and one in which early-career educators often struggle is classroom
management (Ford & Moore, 2013). Classroom management sets the tone for the class
environment and maintains, promotes, or exacerbates low academic performance of
Black males, who often thrive when provided routine and structure (Irvine, 2002; KluttzDrye, 2018; Santamaria, 2009). To address this need, some educator preparation
programs have adjusted their program sequence to incorporate Culturally Responsive
Teaching or Culturally Responsive Differentiated Instruction into their course of study
(Nasir & Zafar, 2018).
In this study, several issues of equity and access within the field of special
education inform this program of research. The purpose of the research and theoretical
frameworks are discussed. The theoretical frameworks used to underpin this study are (a)
Culturally Responsive Teaching, (b) Differentiated Instruction, (c) Ethic of Care, and (d)
Disability Studies and Critical Race Theory.
Purpose of the Research
The purpose of this study is to improve the quality of education and services
provided to Black males with disabilities who are educated in the general education
classroom in urban and rural K-8 schools across the United States. A literature review
suggested that the voices of early-career teachers who teach these students are missing
from the research. The overarching question explored is, “In what ways are teachers
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prepared in their educator preparation programs to teach Black boys labeled with a
disability who attend highly impacted, Title I, K-8 elementary schools?” This study
focused on addressing this gap by amplifying the voices of early-career teachers,
identifying opportunities for improvement, and noting content and strategies early-career
teachers wish they would have learned in their educator preparation programs. For
several reasons, the focus on general education teachers’ educator preparation programs
and their perceptions is intentional. Historically, general education teachers have not been
required to take many special education courses during their teacher preparation period
and may not be as prepared to educate students identified with disabilities (Resmovits,
2014). The researcher was interested to learn to what extent participants’ educator
preparation programs taught them to analyze the intersections and impact of race, culture,
gender, and ability in the general education classroom, and in what ways, if any, they
incorporated intersections of culturally responsive teaching and/or differentiated
instruction.
Another reason the researcher is interested in conducting this study is that there is
a recent increase in the focus on inclusive educational practices identified as highleverage, evidence-based practices. Educators who embrace inclusive instructional
practices tend to create learning environments that are accessible to all students
(Landsman & Lewis, 2006; Roose et al., 2019). Moreover, curriculum and instruction in
inclusive classrooms are based on the students’ academic needs, interests, and
preferences (Landsman & Lewis, 2006; Roose et al., 2019). In inclusive schools, teachers
use educational programs and strategies in the general education classroom to instruct
students identified with disabilities (Delahunty & Chiu, 2020). However, general
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education teachers can be ineffective in inclusion classes if they feel ill-equipped to teach
students with disabilities (He & Cooper, 2011; McCray & McHatton, 2011; Sleeter,
2017; Sleeter & Owuor, 2011). The implications of this study can help colleges and
universities develop programs where all pre-service teachers are trained to create a strong
foundation in culturally competent teaching practices.
Moreover, this study is significant because Black boys continue to be
disproportionately represented in special education. These students are often placed in
segregated placements rather than general education classes and tend not to identify with
the curriculum being taught (Bondy et al., 2012; Brown et al., 2019; Delahunty & Chiu,
2020; Kluttz-Drye, 2018; Orfield, 2001). There is a rippling effect on schools and the
economy when Black boys with disabilities are not appropriately educated (Lee et al.,
2010). Often, students who are not prepared to enter the workforce or to contribute to
society find themselves involved in the judicial system and are more often channeled
through the pre-school-to-prison pipeline (Annamma et al., 2014; Gregory et al., 2010;
Noguera, 2008; Redfield & Nance, 2016; The Sentencing Project, 2017).
Significance of the Study
This research supports teachers and pre-service teachers as they develop a critical
eye for examining and challenging systems that limit students based on race and ability.
Teachers should examine their own practices of inclusiveness and access, including how
they create equitable opportunities for all students. Such practices could be supported by
developing and designing instruction aligned to the culture of these students. Teachers
can gain a deeper understanding of the lived experiences of students with disabilities by
using a case vignette. Instructional practices should be examined and incorporate these
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changes within classrooms. Educational environments should be created where teachers
identify and challenge common misconceptions about Black boys identified with
disabilities. Moreover, teachers should be encouraged to reflect on and reframe their own
language, and they should develop assignments where their students can be involved in
social change. Teachers should be encouraged to gain an understanding of the importance
of centering the voices of Black boys identified with disabilities. Linton (1998) and other
scholars (S. J. Taylor, 2005) encourage teachers to use DSE to ensure that the educational
environment is accessible to all learners regardless of perceived ability. Effective
teachers must be willing to ask students what they need to be successful, examine the
problem from a disability stance, and work jointly with students to identify a solution that
creates access rather than making these decisions for them. It is critical that teachers
ameliorate barriers to access and equity and that their educational pedagogy challenge
exclusionary practices that are oppressive, exclusive, and racist.
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Chapter 2
Literature Review
The background knowledge is divided into three main sections to provide
historical context to this research study. In the first section, the focus centers on four key
issues impacting the schooling experiences of Black boys identified with disabilities:
1. The overrepresentation of Black boys who continue to be referred to and
placed into special education programs at disproportionate rates,
2. Discipline disparity of Black boys with disabilities in K-8 schools,
3. The lack of resources, materials, and human capital within education, which
has created an inequitable schism when educating Black boys, and
4. The need for highly qualified, culturally competent teachers serving Black
boys identified with disabilities in K-8 schools.
Overrepresentation
Although legislation such as the Civil Rights Act of 1964, the Rehabilitation Act
(1973), the Education for All Handicapped Children Act (1975), No Child Left Behind
(2001), the Individuals with Disabilities Education Act (2004), and the Every Student
Succeeds Act (2015) passed to level the academic landscape, Black boys identified with
disabilities in K-8 schools are still left behind as compared to their White counterparts,
and these students often face continuous and consistent lags in academic achievement
(Connor & Ferri, 2005; IDEA, 2004 Lashley & Stickl, 2016; Skiba et al., 2014; U.S.
Department of Education, U.S. Department of Education Office for Civil Rights, 2018;
U.S. Government Accountability Office, 2013). In the 2019–2020 school term, 14% of
the nation’s students were enrolled in special education programs (U.S. Department of

21

Education, National Center for Education Statistics, 2018). Moreover, Black boys
continue to be overrepresented in categories such as emotionally disturbed, learning
disabled, speech impaired, and intellectually disabled (Blanchett, 2006; Brown et al.,
2019; Hernández-Saca & Cannon, 2019; Irvine, 2012; Skiba et al., 2006).
According to a report to Congress from the U.S. Department of Education (2016)
and the U.S. Department of Education Office for Civil Rights (2018), Black boys are
40% more likely to receive special education services. In addition, Black boys are more
than 2.08 times more likely to be classified as Emotionally Disturbed and 2.22 times
more likely to be classified as Intellectually Disabled than all other racial groups
combined (Delahunty & Chiu, 2020; J. L. Moore et al., 2008; Trotman-Scott et al., 2015;
U.S. Department of Education Office for Civil Rights, 2018; U.S. Government
Accountability Office, 2013).
The achievement gap between Black and White boys with and without disabilities
continues to widen as Black boys are rapidly referred for and placed into special
education programs (Hernández-Saca & Cannon, 2019; Irvine, 2012; Lashley & Stickl,
2016; Losen & Orfield, 2002). To understand the magnitude of the achievement gap for
Black boys identified with disabilities, it is vital to examine the early foundation of K-8
schooling experiences for Black boys. Overrepresentation issues within special education
emerged during the post-Brown era (Blanchett et al., 2005; Ferri & Connor, 2005a, 2006;
Harry & Klinger, 2014). Before integration, segregated schools did not provide special
education programs, and Black boys were taught with their peers (Ferri & Connor,
2005a; Frankenberg et al., 2017; Losen & Orfield, 2002). Although educational
conditions were grim, Black parents wanted to see the improvement of the educational
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system and where hopeful that integration would be the cure-all for providing Black boys
with a strong educational foundation and one which offered Black teachers additional
training and support (Frankenberg et al., 2017).
Black parents fought for equal rights and access to education for their children
regarding resources, materials, qualified teachers, and habitable school buildings in
primary and secondary schools (Artiles et al., 2010; Brown v. Board of Education, 1954;
Civil Rights Act, 1964; Delpit, 1995; Sullivan & Bal, 2013). Black Americans placed
great faith in integration as the solution because Black children would have access to the
same educational materials as their White peers, but integrating schools came with many
challenges (Ferri & Connor 2006; White et al., 2019; Willie et al., 1991). When the call
for integration came, primary and secondary schools resisted, pushed back against, and
denied access to Black boys in some cases for up to 4 years because districts refused to
admit them (Blanchette, 2006; Connor & Ferri, 2005; Ford & Russo, 2016; Kluttz-Drye,
2018).
The Exodus of Black Educators
Another challenge during the integration years was many Black educators lost
their jobs. From 1954 to 1965, over 38,000 Black administrators and teachers were fired,
dismissed, transferred, or demoted due to the closing of Black schools, and those who
received jobs were placed in lower-paying positions than their less qualified White
counterparts (Milner, 2020; Milner & Laughter, 2015. White teachers were hesitant and
resistant to teach little Black boys who are monsterized, villainized, and criminalized
(Redfield & Nance, 2016). Black boys were placed into special classes to combat White
flight in Washington, DC. These students made up 77% of the students placed in these
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special classes (Ferri & Connor, 2005a). To compound the issues, teachers and
administrators addressed and assessed Black boys from a deficit view based on negative
beliefs (Carver-Thomas & Darling-Hammond, 2017; Milner & Laughter, 2015 Sutcher et
al., 2016; Walker, 2011). Then and now, Black boys encountered educators with a
colorblind ideology that discounted and dishonored the essence of their Blackness
(Marsh & Noguera, 2018; Milner & Laughter, 2015. Common views of the dominant
population were that Black students in schools, especially Black boys, could not learn,
were uneducable, uncivil, dangerous, and disrespectful (Harry & Klinger, 2014; Howard,
2008, 2013; Marsh & Noguera, 2018; Milner, 2020). During this time, the elementary
and lower secondary schooling experience of Black boys resulted in psychological and
mental trauma for these students (Branson et al., 2017; Thomson, 2012). Black boys did
not feel safe or welcomed in their new educational environments (Branson et al., 2017;
Howard, 2008; Milner, 2020), and many students experienced police intimidation and
brutality by law enforcement while attending school (Frankenberg et al., 2017).
Placement Criteria
Scholars suggest that pupil placement practices and policies have contributed to
the overrepresentation of Black boys in special education (Blanchett, 2006; Delahunty &
Chiu, 2020). Specifically, educational scholars have extensively and continuously
questioned the issue of overrepresentation of Black boys’ referral and placement in
special education (Artiles et al. 2010; Blanchett, 2014; Blanchett et al., 2009; Delahunty
& Chiu, 2020; Ford & Russo, 2016; Goldberg & Iruka, 2022; Losen & Orfield, 2002).
Problems regarding placement and referrals have been noted in psychological
assessments, IQ testing, racism, subjectivity, inappropriate alignment to cultural and
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linguistic needs, and a misjudgment of culture due to the disconnect between White
teachers and their Black male students (Artiles et al. 2010; Blanchett, 2014; Connor &
Ferri, 2005; Delahunty & Chiu, 2020). These educational practices also result in
academic tracking and placement into “special classes, located in different parts of the
school building, and even in separate schools” (Connor & Ferri, 2005, p. 107). IQ tests
challenged the normalcy and ability of Black boys and other students of color. Blanchett
(2006) found that students in urban schools represented by linguistically, economically,
and racially diverse students tend to have higher percentages of students referred to and
placed in special education.
Moreover, IQ assessments and evaluations are aligned to the positionality and
beliefs of middle-class, White males rather than to the cultural and linguistic needs of
students of Black boys (Blanchett et al., 2009; Ford & Russo, 2016). As a result, schools
failed to use IQ assessments that are culturally and linguistically sensitive, which resulted
in the landmark legal case of Diana v. State Board of Education (1970). In this landmark
case, nine Latino children were labeled Intellectually Disabled after being administered
an IQ test in English. However, a Hispanic examiner retested the children, and eight of
the nine students were no longer identified as Intellectually Disabled. The outcome of
this landmark case impacted a major assurance in IDEA, which required all assessments
to be conducted in the student’s native language (IDEA, 2004).
Discipline Disparities
In this section, an examination of the disproportionality of suspensions,
exclusionary practices, and disciplinary policies impacting Black boys occurs.
Specifically discussed are two problematic discipline approaches used in schools (a) the
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roles of school resource officers and (b) the implications of zero-tolerance policies.
Finally, a case example presents the lived experiences of two Black boys arrested for a
school prank.
Maintaining a safe, secure, and orderly learning environment is the responsibility
of the school administration. Punitive and non-punitive actions are disciplinary strategies
used to achieve this objective. However, when it comes to Black boys with disabilities,
K-8 teachers and administrators tend to create and enforce practices and policies that are
more subjective and punitive toward these students than their White peers (Hines-Datiri,
2015; Kluttz-Drye, 2018; Losen & Whitaker, 2017; U.S. Department of Education Office
for Civil Rights, 2016). As a result, Black students experience punitive disciplinary
actions and encounter law enforcement twice the rate of their peers, and during the 2017–
2018 school year, Black students had nearly 230,000 documented incidences. Students in
the United States were referred to law enforcement nearly 230,000 times (Common
Ground, 2022).
Most suspended students were classified as Emotionally Disturbed (U.S. DOE,
IDEA, 2004. As previously noted, Black boys are overrepresented and overclassified as
being emotionally disturbed, intellectually disabled, specific learning disabled, and
having a speech impediment. Black students, specifically Black boys, are often pushed
out or put out of America’s schools for non-violent, developmentally appropriate
behaviors such as asking questions that are perceived to be challenging, displaying
unhappy or angry emotions, and refusing to follow minor rules such as having a seat
when told (Hughes et al., 2020; C. G. Lynch et al., 2016; Noguera, 2008). Educators, and
others, who operate from a deficit mindset believe that Black boys are aggressive,
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threatening, hostile, intimidating, barbaric, delinquent, or criminals (Basile et al., 2019;
Howard, 2013; Hughes et al., 2020; Losen & Whitaker, 2017).
Use of School Resource Officers
Many schools hire school resource officers to combat discipline issues or partner
with police departments to provide school-based law enforcement. In New Jersey,
approximately 40% of the schools have a school resource office or sworn law
enforcement in their school (Hughes et al., 2020). Throughout the United States,
approximately 6 million students attend schools where resource officers are present
(Hughes et al., 2020). The presence of law enforcement in schools have led to an increase
in the rate of time out of class and a rise in the number of students introduced to and
involved with the juvenile justice systems, detention centers, jails, or prisons (Common
Ground, 2022; C. G. Lynch et al., 2016). Compounding this concern, many urban and
inter-city schools resemble prisons with chain-linked or rod-iron gates, small, grassless
play areas, and metal detectors or locked doors that must be admitted via a buzz-entry
system. School administrators use office referrals, judicial or juvenile service referrals,
and in-school and out-of-school suspensions as standard practices for enforcing discipline
(Hughes et al., 2020; The Sentencing Project, 2017). A New Jersey Council on
Developmental Disabilities report showed that school exclusionary measures increase the
likelihood of these students dropping out or becoming involved in the judicial system
(Common Ground, 2022). Other exclusionary discipline practices include homebound
placements, expulsions, early pick-up in place of disciplinary actions, and asking students
to leave the class (Losen & Gillespie, 2012; Losen & Whitaker, 2017; Noguera, 2008;
Skiba, 2014; Skiba & Losen, 2016). The above-noted disciplinary practices tend to create
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pathways that funnel Black boys with and without disabilities through the preschool-toprison pipeline (Basile et al., 2019; Losen & Whitaker, 2017; Mallett, 2017).
Zero-Tolerance Policies and Practices
To exacerbate discipline issues involving exclusionary practices, the Reagan
administration adopted zero-tolerance policies during the late 1980s for addressing
discipline issues (Skiba & Losen, 2016; Skiba & Rausch, 2006). The zero-tolerance
policy took a punitive, reactive approach to minor discipline incidents and behaviors
deemed unacceptable by the school district (Skiba, 2014; Skiba et al., 2014).
Administrators using zero-tolerance procedures do not examine the reason for the
violation or consider any extenuating circumstances around the offense, and institute
swift, harsh responses. A study by the Advancement Project (2011) found this policy and
subsequent procedures were subjective compared to disciplinary actions before zerotolerance legislation. Zero-tolerance policies have led to school procedures in K-8
schools that disproportionately excluded Black boys identified with disabilities from
schools (Advancement Project, 2000; Harper & Davis, 2012; Skiba, 2014).
Historically, procedural practices developed from zero-tolerance policies resulted
in Black boys’ placement in restrictive special education classes and alternative
educational settings (Skiba, 2014; Skiba et al., 2006). This policy fueled the pre-schoolto-prison pipeline because school administrators and teachers were less tolerant of minor
behaviors (Advancement Project, 2011; Mallett, 2017; Redfield & Nance, 2016).
Alternative educational placements include regional alternative schools, juvenile
facility placements, and residential placements (Losen & Gillespie, 2012). When students
are removed from schools, their learning opportunities are impacted. Other impacts on
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student achievement are that consequences are often harsher than the incident, and
students lose valuable school instructional time. There are also psychological
consequences. Students are labeled as rule-breakers, criminalized early in their
educational matriculation, and become introduced to or involved with the juvenile justice
system (Kluttz-Drye, 2018; Redfield & Nance, 2016; The Sentencing Project, 2017).
Zero-tolerance policies increase the likelihood that Black boys with and without
disabilities will be suspended or expelled (Skiba, 2014; Yang et al., 2018). These
suspensions sustain the preschool-to-prison pipeline by funneling Black boys into contact
and/or involvement with the penal system rather than creating exposure to colleges and
universities (Mallett, 2017).
Hines-Datiri (2015) conducted a study to examine the intersection of race and
gender when disciplining two Black boys at an urban high school. The two Black boys, a
junior and senior, decided to throw water balloons as a prank during senior prank week.
Below is an account of the qualitative study that Hines-Datiri (2015) conducted. HinesDatiri shares,
Two Black boys with a bag of water balloons began throwing them in the
school’s bus parking lot. One teacher who observed the two boys throwing the
water balloons called the police for help rather than approaching them. This
teacher described the Black boys as aggressive and barbaric criminals. When she
saw two police officers near her room, she called out for help stating, “There are
two Black men with weapons … Help!” (Hines-Datiri, 2015, p. 126). Two
officers responded to the incident. One threw one of the boys to the ground and
pushed his head into the pavement as he handcuffed the Black student, and a taser
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was pulled out and pointed at the other Black student. The officer stated that he
would taser the Black male student if he did not drop the water balloons. Both
boys were handcuffed, arrested, and charged with disorderly conduct and
resisting arrest.
This incident is just one example of a negative situation Black boys with and
without disabilities have experienced in schools across America (Howard, 2008;
Noguera, 2008; U.S. Department of Education Office for Civil Rights, 2016). To further
examine the disciplinary experiences of Black boys, a national survey examined 74,000
10th graders in 2010 (Gregory et al., 2010). The results of this study indicated that of the
students surveyed, Black boys represented 50% of those suspended or expelled compared
to a 20% suspension or expulsion rate for White students. The disproportionality of
discipline referrals, suspensions, and arrests has continued to increase. Data from the U.S.
Department of Education Office for Civil Rights (2016) show that Black boys contribute
to 15% of the students enrolled in United States schools. Yet, they represent 31% of the
students referred to law enforcement or who experienced school-related arrests. In fact,
“Black students are punished more harshly by educators and are viewed as being hyperaggressive, threatening, and often requiring police intervention” (Hines-Datiri, 2015, p.
127).
Exclusionary Discipline Practices
Exclusionary discipline practices are not unique to Black boys. Other diverse
populations are impacted by how discipline policies are implemented across K-8 schools
in the United States (Advancement Project, 2011; Common Ground, 2022; U.S.
Department of Education Office for Civil Rights, 2016). Common Ground (2022) noted
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that 5.4% of students with disabilities are excluded from schools due to discipline issues,
compared to their nondisabled peers’ rate of 1.2%. The excessive exposure of Black boys
with disabilities to harsh disciplinary practices has continued to increase over the years.
Furthermore, the percentage of Black boys suspended has increased, and students with
disabilities are physically harmed more by school resource officers than their nondisabled
peers (Common Ground, 2022).
Inequitable Resources
The distribution and access to necessary resources is another issue debilitating
and impacting the education and schooling experiences for Black boys identified with
disabilities. Although special education classrooms, in general, do not regularly receive
needed materials, curriculum, and supplies, special education classes in urban schools are
doubly impacted (Kozol, 1991; Sutcher et al., 2016). Special education instruction often
requires access to research-based materials, in-depth and ongoing training for special
education teachers, and specialized technology or equipment. These specialized
instructional materials are often costly. Although schools receive additional funding for
students with disabilities, schools often do not see this as additional funding but as
funding needed for daily operations.
Moreover, the resources provided to students are often impacted by their zip code.
Students in more affluent districts tend to have more access to resources, while students
in urban and inner-city districts tend to have less access to resources (Carver-Thomas &
Darling-Hammond, 2017; Lambeth & Lashley, 2012). Inequitable resources are an issue
in both extremely rural and urban K-8 schools. In these schools, special education classes
are given materials left over from general education classrooms or do not receive
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materials at all. As a result, special education classrooms are often the last on the list to
receive appropriate supplies and materials to meet the specific, individualized needs of
students with disabilities (Sutcher et al., 2016).
Shortfalls in funding affect human capital and hiring practices. Funding deficits
further impact the upkeep of the building, proper climate control, and necessary supplies
such as textbooks for all students. K-8 schools serving students of color (Black and
Latino students) and other marginalized groups continue to report the dwindling supply
of human and economic capital needed to successfully educate students (Howard, 2013;
Kozol, 1991; Mason-Williams, 2015; Resmovits, 2014). The mandates from legislation
such as the No Child Left Behind Act (2001) and IDEA (2004) sought to remedy issues
regarding access to equitable resources (Ferri & Connor, 2005a, 2005b). For example, the
No Child Left Behind Act (2001) sought to increase a school’s accountability. It required
teachers to become highly qualified and IDEA required that students receive a free,
appropriate public education (FAPE) (Lashley et al., 2011). However, the shortage and
inequitable distribution of resources continue to be a barrier to providing instruction,
especially in urban schools (Carver-Thomas & Darling-Hammond, 2017; Lambeth &
Lashley, 2012).
Delpit (1995, 2012) and Kozol (1991) completed studies and research that
demonstrated the dire inequities of Black boys regarding the lack of access to available
resources. Delpit (2012) found that Black and White babies performed at equal cognitive
abilities during infancy and that the achievement gap was not based solely on poverty, as
often suggested. Delpit (1995) indicated that, in general, the views of teachers and society
tend to create deficit thinking about the abilities of Black boys and further support
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Freire’s (1968) position on the banking system. Freire (1968) studied educators who
believe students come into school as blank slates and without any prior knowledge.
Freirean scholars also believe knowledge can then be deposited into these students. The
banking theory further perpetuates a deficit thinking mindset regarding Black children
(Marsh et al., 2022; Marsh & Noguera, 2018; Milner, 2007; Walker, 2011).
There is often a funding distribution divide between high-poverty schools and
wealthy schools. In a study conducted by Roza et al. (2005), scholars found that 80% of
the urban schools in their study had lower per-pupil funding. The shortfall in funding has
catastrophic fallouts for the operation of K-8 schools. Operations and the maintenance of
schools are impacted when schools have limited funding. It affects the hiring, training,
and retention of teachers. One impact of low funding in high-poverty schools is that they
have difficulty recruiting and retaining qualified teachers, and the salary in these schools
tends to be significantly less (Mason-Williams, 2015). Issues surrounding the ability to
hire and retain highly qualified and culturally competent teachers are discussed further in
the next section.
Shortage of Highly Qualified and Culturally Competent Teachers
Black boys continue to lack highly qualified teachers who are culturally
knowledgeable of how they learn best and who understand how to effectively engage
them in teaching and learning (Blanchett, 2006; Lewis et al., 2011; Mason-Williams,
2015; Sleeter, 2008; R. Taylor et al., 2016). For the past several years, the profession of
special education has struggled to attract, mentor, and retain effective teachers in the
classrooms (Blanchett, 2006; R. Taylor et al., 2016). Providing qualified teachers for
special education students is at a critical level of epidemic proportions, especially in
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urban schools. One concern is that teachers do not infuse Black boys’ culture, interests,
language, and learning preferences into how they teach. Tomlinson (2017) found that
diverse learners are most successful when how they learn, what they learn, and what
knowledge they bring is used to develop and deliver the curriculum. Bondy et al. (2012)
and other researchers support the importance of teachers creating an inclusive
environment where students have a sense of belonging (Allen et al., 2018; Allen et al.,
2016. Multiple authors also express the significance of using a cultural foundation in the
curriculum, instructional methods, and classroom management practices that support
diverse learners (Bondy et al. 2012 Gay, 2002b, 2018; Ladson-Billings, 2000, 2014;
Irvine, 2002; Milner, 2007; Sleeter, 2017. However, Black boys identified with
disabilities are often not taught according to these concepts and recommendations.
Ladson-Billings (1995) and Gay (2018) highlighted the need for using the students’
cultural experience to create a curriculum aligned with best practices for teaching Black
boys.
Teacher Attrition Rate
Scholars highlight a shortage of teachers in K-8 schools across the United States,
particularly in urban and rural schools (Carver-Thomas & Darling-Hammond, 2017;
Dewey et al., 2017; Mason-Williams, 2015). Teacher attrition rates in special education
continue to be a significant concern in the ability of schools to appropriately educate
Black boys identified with disabilities (Boe et al., 2008; Sutcher et al., 2016). School
districts’ inability to employ and retain special education teachers has remained constant
and demonstrates a shortage of special education teachers in urban and rural schools.
Specifically, urban and rural schools have a difficult time attracting, retaining, and
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supporting teachers, especially those in special education (Mason-Williams, 2015).
Carver-Thomas and Darling Hammond (2017) found that there has been a steady and
persistent decline in the availability of special education teachers since 1990. K-8 schools
have filled special education positions with uncertified teachers or teachers seeking an
alternative teaching certification (Dewey et al., 2017). “Special education teachers in
high-minority schools are also 3.5 times more likely to be alternatively certified”
(Carver-Thomas & Darling Hammond, 2017, p. 14). The turnover rate for teachers in K8 Title I schools is 50% higher than non-Title I schools and 70% higher for teachers
working in urban and inner-city schools (Carver-Thomas & Darling-Hammond, 2017).
This shortage remains because teachers seeking special education certification are less
available than the available positions needed. This shortfall is partly due to the increased
number of students requiring special education services (Mason-Williams, 2015).
Working Environment
Another key contributing factor to teacher shortage is the working environment.
Special education teachers report transferring schools or leaving the profession because
of excessive demands (Carver-Thomas & Darling-Hammond, 2017). Special education
teachers must be knowledgeable about how to effectively teach students while remaining
compliant with required special education reports and students’ Individualized Education
Plans. Carver-Thomas and Darling-Hammond (2017) identified three crucial decisions
influencing teachers who leave the profession. These indicators are (a) a lack of
collaboration with general education teachers, (b) excessive paperwork, and (c) minimal
support from school administrators.
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Highly qualified, culturally competent teachers are especially crucial for Black
boys with and without disabilities. Ladson-Billings (2000, in her work, Fighting for Our
lives: Preparing Teachers to Teach African American Students, reinforces the importance
and the essential needs for developing, supporting, attracting, mentoring, and retaining
effective teachers. R. Taylor et al. (2016) also found that most teachers agreed it was
essential to consider and incorporate students’ culture, interests, and preferences into
their learning. These teachers should be highly trained, culturally conscious, and possess
an inclusive mindset. The Department of Education under No Child Left Behind (2001)
identified and defined highly qualified teachers as teachers who are required to be
certified in the core content area for the subject they were teaching. Culturally competent
teachers are those who embody the tenets of Culturally Responsive Teaching (Gay,
2002a, which align with what Ladson-Billings identifies as good teaching (LadsonBillings, 1994, 1995) and possess differentiated instructional strategies supported by
Tomlinson et al. (2003). Moreover, Tomlinson et al. (2003) noted the importance of
creating environments where all students can learn, and teachers have an inclusive
mindset. Teachers with inclusive mindsets are intentional about meeting the needs of
students identified in the margin and are purposeful in their selection of learning
materials, resources, instructional strategies, and how lessons are implemented
(Tomlinson, 2017; Tomlinson et al., 2003).
These teachers should be highly trained, culturally conscious, and possess an
inclusive mindset. The Department of Education under No Child Left Behind (2001)
identified and defined highly qualified teachers as teachers required to be certified in the
core content area for the subject they were teaching. Culturally competent teachers are
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those who embody the tenets of Culturally Responsive Teaching (Gay, 2002b), which
align with what Ladson-Billings identifies as good teaching (Ladson-Billings, 1994) and
possess differentiated instructional strategies supported by Tomlinson (2017). Moreover,
Tomlinson (2017) noted the importance of creating environments where all students can
learn, and teachers have an inclusive mindset. Teachers with inclusive mindsets are
intentional about meeting the needs of students identified in the margin and are
purposeful in their selection of learning materials, resources, instructional strategies, and
how lessons are implemented (Tomlinson, 2017).
Without effective teachers, the achievement gap between Black boys and their
peers will continue to widen. Hanushek (2014) found that to close the achievement gap
between Black boys and White students, struggling learners must have 3–5 years of
consecutive, competent, quality teaching. Hanushek (2014) explored the issue of pay for
performance to determine if it was an indicator for retaining highly effective teachers. He
found that teachers’ credentials and qualifications did not impact their effectiveness
(Hanushek, 2014). Instead, great teachers provide highly effective, relatable, and reliable
curricula regardless of the pay. Hanushek (2014) did not find that a higher salary would
attract more qualified teachers to the profession.
Literature Review and Theoretical Frameworks
In this section, a brief overview of the theories influencing this research is
presented, including Ethic of Care (Noddings, 2005; 2012) and Culturally Responsive
Teaching (Gay, 2002a, 2002b), with an emphasis on how Warm Demander (Bondy et al.,
2012 impacts teaching and learning. These theories were juxtaposed with Differentiated
Instruction (Tomlinson et al., 2003) and Disability Studies and Critical Race Theory
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(DisCrit) (Annamma et al., 2013) to provide a critical discussion and analysis of the
experiences of general education teachers for Black boys labeled with a disability.
Moreover, these theories are used to explore and examine research questions from
various angles, including methods of teaching and learning, care, race, gender, and
disability.
These theories, combined, are instrumental in the underpinning of this work of
examining teachers’ perceptions of their preparedness to teach Black boys with
disabilities. Finally, Culturally Responsive Teaching, Differentiated Instruction, and
Disability Studies and Critical Race Theory are essential in understanding and exploring
the phenomena of educating Black boys identified with disabilities. These theories are
utilized to develop an effective research design that contributes to the broader body of
scholarship in the field of Education and Teacher Preparation. This theoretical framework
also serves to improve the educational services and success of Black boys receiving
special education in the general classroom settings and to dismantle racist, hegemonic
practices identified within special education.
Ethic of Care
Ethic of care is one of the theories which underpin this study to examine and
analyze results and findings regarding K-8 teacher preparedness to teach Black boys with
disabilities. Ethic of care is sometimes called teacher care or empathy within the
literature, and it is defined as the act of identifying and responding to the social and
emotional needs of others and leveraging this connection to increase and advance the
teaching and learning of students (Warren, 2013).
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Ethic of care is one element of teaching and learning that is often not considered
when examining the attributes and skills needed by teachers who instruct Black boys
with disabilities (Warren, 2018). There is a preponderance of research that supports that
students who have a positive connection with students tend to have better schooling
experiences (Bondy et al., 2012; Gay, 2002a; Ladson-Billings, 1995, 2000, 2014;
Noddings, 1995, 2002, 2012; Roberts, 2010; Ware, 2006; Warren, 2013). Roberts (2010)
suggests that students who experience teacher care tend to be more engaged in teaching
and learning, have a stronger tie to school, have improved attendance, have increased
self-esteem, and have an overall better disposition. Specifically, when teachers
demonstrate an ethic of care along with high expectations, they promote a classroom
culture where students can grow, develop, and thrive socially, emotionally, and
academically (Ware, 2006). Similarly, Warren (2018) postulates that care can be used to
improve the engagement between teachers and students and improve teachers’ capacity
regarding how they interact with and respond to Black students with and without
disabilities. Moreover, scholars suggest that teacher care is an intricate part of the
foundation of culturally responsive theories (Gay, 2002b; Ladson-Billings, 1994, 2000;
McAllister & Irvine, 2002; Parker et al.,2017; Ware, 2006; Warren, 2018) and scholars
promote it as a strategy for combating the academic, social, and emotional woes Black
students face in American schools (Howard, 2001a, 2001b; Roberts, 2010; Warren,
2018). Warren (2018) further suggests teacher care can be used as a mechanism and
foundation to assist preservice teachers and early-career teachers with examining and
exploring their own thoughts, beliefs, and attitudes regarding value attributed to the
teaching and learning experiences for diverse learners. Teacher care should be used as a
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guide for professional decision-making regarding impacting Black students, and that
teacher care “is the piece of the student-teacher interaction puzzle that connects what a
teacher knows or thinks about students and families to what he or she actually does”
(Warren, 2018, p. 171).
Culturally Responsive Teaching
Culturally Responsive Teaching, sometimes referred to as Culturally Relevant
Pedagogy, is a pedagogical framework that is student-centered and emphasizes the
importance of coupling teacher care, often called warm demander, with the students’
lived experience, culture, language, and background during teaching and learning (Bondy
et al., 2012; Gay, 2002a; 2018; McAllister & Irvine, 2002; Ware, 2002). Central points in
this framework are that all students can learn, they possess various forms of knowledge,
they arrive in classrooms with elements of prior knowledge, and they should be met with
a warm demander (Bondy et al., 2012; Howard, 2001a; Ware, 2006).
The impetus of Culturally Responsive Teaching is that a student’s culture shapes
their learning, and it is a critical factor in their learning process (Davis, 2007; Gay,
2010.Warren, 2018). Scholars who use Culturally Responsive Teaching and Culturally
Relevant Pedagogy recognize, support, and encourage the use of students’ culture,
language, background knowledge, and lived experiences as a vital connection to their
educational and academic experiences (Barnes, 2006; Delpit, 2012; Gay, 2010 2018;
Ladson-Billings, 1994, 1995, 2000; Warren, 2018). Examining the impact of a student’s
culture using Culturally Responsive Teaching has a long-standing history. Moreover, “it
is an approach that empowers students intellectually, socially, emotionally, and
politically by using cultural referents to impart [and enhance] their knowledge, skills, and
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attitudes” into the learning experiences of students from diverse backgrounds (LadsonBillings, 1994, pp. 17–18).
While Culturally Responsive Teaching has since evolved into Culturally
Sustained Teaching (Alim & Paris, 2017), and both are a continuation of LadsonBillings’s (1994; 1995) work, this study will be based on the work of Gay (2002b; 2018).
Gay’s (2002a, 2018) work is most appropriate for this research because of the strong
focus placed on teaching and learning while also considering race, culture, and ethic of
care. Gay (2002a) challenges educators to consider the influence and impact that culture
has on the teachers’ and students’ “attitudes, values, and behaviors” regarding teaching
and learning (p. 114). Moreover, Gay (2002b, 2010, 2018) suggests that the lack of
academic progress regarding diverse students can be attributed to the systemic barriers
within the school and the misalignment between the home and school culture.
These students have been expected to divorce themselves from their culture and
learn according to European American cultural norms. This places them in double
jeopardy, having to master the academic tasks while functioning under cultural conditions
unnatural to them. Removing this second burden contributes significantly to improving
their academic achievement (Gay, 2002). While Gay (2002b) suggests double jeopardy,
the literature and the data highlight that students impacted by this study need to possess a
triple consciousness as they must be aware and navigate between being Black Male,
Disabled, and of low Socioeconomic status. Each of these constructs is not readily
supported during teaching and learning in schools within the United States (Kluttz-Drye,
2018).
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Gay’s (2002a) third tenet, demonstrating cultural caring and building a learning
community, is particularly useful for examining teacher effectiveness when teaching
Black boys with disabilities. This tenet emphasizes the importance of teachers
demonstrating a warm demander and promoting a sense of belonging through community
(Allen et al., 2018; Gay, 2010; St-Amand, Girard, & Smith, 2017). Extensive research
shows that a warm demander is a critical element in the teaching and learning experience
of Black boys both with and without disabilities (Allen et al., 2018; Delpit, 2012; Giles,
2017; Ladson-Billings, 1994, 1995; McAllister & Irvine, 2002; Sandilos et al., 2017;
Vaccaro et al., 2015; Walker, 2011; Ware, 2006). Teachers who possess a warm
demander hold high expectations for all students, create a caring atmosphere by building
trust, and establish a structured, supportive learning environment (Bondy et al. 2012;
Sandilos et al., 2017; Ware, 2006). Teachers who demonstrate warm demanders are
considered effective teachers because they embody a teaching style that produces high
academic outcomes, yields effective classroom management, and demonstrates care and
concern for their students (Bondy et al., 2008; McAllister & Irvine, 2002). Sandilos et al.
(2017) noted that these teachers employ “a high-warmth and high-demand teaching
style” (p. 1321), which is based on the premise that all students can and will learn. Thus,
warm demander promotes socioemotional and academic success for Black students
(Bondy et al., 2012; Ladson-Billings, 1994, 2014; Ware, 2006).
Cultural Responsiveness and Cultural Relevance
Culturally Responsive Teaching specifically focuses on strategies and practices
which educators can use to improve the educational delivery and outcomes of “students
who are not part of the [dominant society] within the U.S. [within to] ethnic, racial, and
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cultural mainstream” (Gay, 2002b, p. 114). Gay’s (2010; 2018) work is supported by the
seminal work of Ladson-Billings (1994), Hollins (1993), and Kleinfeld (1975). In her
research, Gay (2002b), 2018) identifies five specific tenets of culturally responsive
teaching. Gay’s (2002a) tenets of Culturally Responsive Teaching are:
1. Developing a cultural diversity knowledge base,
2. Designing culturally relevant curricula,
3. Demonstrating cultural caring and building a learning community,
4. Cross-cultural communication, and
5. Cultural congruity in classroom instruction (Gay, 2002b).
These tenets focus on the importance of teachers’ understanding, embracing, and
incorporating students’ cultures and ethnicities in how and what they teach within
schools and extended learning environments.
Hollins (1993) discussed the importance of a student’s culture in her work and
examined four seminal studies to determine effective teaching practices. Although some
educators dismiss or view a student’s culture from a deficit mindset (Ware, 2006;
Walker, 2011), communication, positive interaction, and a sense of belonging are
essential to the learning of diverse students (Allen et al., 2018; Barnes, 2006; Hollins,
1993). Hollins (1993) also noted seven competencies that teachers of diverse learners
should possess: (a) communication with diverse learners, (b) knowing the subject and
student, (c) reflective teaching, (d) identifying resources, (e) creating supportive context,
(f) developing interpersonal relationships, and (g) promoting learners’ performance.
Hollins (1993) and Ladson-Billings (1994, 1995) discuss the benefits of incorporating a
student’s culture during teaching and learning and note that there is often a cultural
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mismatch between teachers and their students. Ladson-Billings (1994) indicated that
cultural responsiveness relates to the connection between the school and the home.
Ladson-Billings’s (1995, 2000) work builds on Irvine’s (1990) work.
High Expectations for Students
Irvine suggests that there must be high expectations for students, teaching must
include a societal and institutional context, and there must be an interpersonal studentteacher connection. These are critical attributes that build rapport to combat and
eliminate deficit perspectives. Using Irvine’s (1990) and Hollins’s (1993) work, LadsonBillings developed three tenets of Culturally Relevant Pedagogy, which are (a) Critical
Consciousness, (b) Cultural Competence, and (3) Academic Success. The findings from
her work, The Dreamkeepers: Successful Teaching for African American Students,
examine the essential components of good teaching (Ladson-Billings, 1994).
Specifically, Gay’s (2002a) work speaks to me because it aligns with my epistemological
stance regarding the ethic of care. Gay’s (2002a) third tenet discusses the importance of
establishing an essential and authentic student-teacher relationship.
Warm Demander
Kleinfeld (1975) first developed the term warm demander during her study of the
teaching and learning of Eskimo and Indian students. Kleinfeld (1975) identifies a warm
demander as a “teacher [who] spend a substantial amount of time at the beginning of the
year establishing positive interpersonal relationships, not only between teacher and
students, but also within the student group” before presenting the students with demands.
When demands are presented, the teacher does it with “a warm smile, gentle teasing, and
other forms of emotional support” (p. 336). The term warm demander is frequently used
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to identify effective, culturally responsive teachers (Delpit, 1995; Gay, 2018; McLean et
al., 2020; Ware, 2002). Teachers as warm demanders are an essential element embedded
within the framework of culturally responsive teaching (Bondy et al., 2012; Gay, 2002b;
Delpit, 2012; Sandilos et al., 2017; Ware, 2006). Moreover, “research demonstrates that
the most optimal child outcomes are observed when the significant adults in children’s
lives display high levels of both support and demand simultaneously” (McLean et al.,
2020, p. 3).
So, how exactly are characteristics of warm demander demonstrated in teaching
and learning? McLean et al. (2020) noted that teachers engage in warm demander when
they talk respectfully to students, require high standards for all learners, proactively
address students’ behaviors through corrective actions and positive praise, provide clear
communications of expectations, provide specific feedback of the learning process,
create opportunities for all students to learn, and engage them in active learning. Multiple
scholars found that teachers who displayed characteristics of warm demander were more
effective in teaching, learning, and classroom management (Delpit, 1995; LadsonBillings, 1994; McLean et al., 2020). Moreover, McLean et al. (2020) assert that students
who demonstrate behavior problems and those who are at higher risk of learning would
benefit from teachers who demonstrate a warm demander. The teachers’ emotional
support and positive response to students have been noted to increase their classroom
engagement and academic functioning and improve students’ self-regulated behaviors
(Merritt et al., 2012; Parker et al.,2017).
Kleinfeld (1975) used a Typology Grid to classify teachers based on their range of
engagement between passive understanding and active demandingness and their range of
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engagement between professional distance and personal warmth. The four domains
identified were Domain I: the Traditionalist (professional distance and active
demandingness), Domain II: the Sophisticates (Professional distance and passive
understanding), Domain III: the Sentimentalists (Passive understanding and Personal
Warmth), and Domain IV: Warm Demanders (Personal Warmth and Active
Demandingness). Teachers who embody a warm demander “These teachers tend to be
successful with both urban and village students in both integrated and all-native
classrooms” (Kleinfeld, 1975, p. 335). The concept of the “ethic of care” has since been
used in conjunction with culturally responsive teaching and culturally responsive
pedagogy. In her work on effective teaching, Delpit (2012) suggested that warm
demanders help students to achieve their potential by creating a structured and disciplined
academic environment where teachers expect their students and help students to
recognize and embrace their own brilliance.
Student-Teacher Relationships
Ware (2006) examined the implications of student-teacher relationships through
semi-structured interviews and observation data. Ware (2006) found that teachers’ care
was demonstrated through their beliefs, their dedication to meeting students’ needs, and
the maternal role they assumed with students. In these ways, the teachers acknowledged
that the words “I care about you” were simply not enough. That is, they consistently
proved their care for students through their actions, which included teaching the whole
child, interacting with students in personal, familial ways, and maintaining high
expectations for student learning. More importantly, students interpreted the teachers’
behaviors as sincere and authentic acts of care. Such congruence between the “one-
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caring” and the “cared-for” (Noddings 2005 p. 24) is reflective of the strong sense of
connectedness cultivated by warm demanders in that they strive to understand and honor
who their students are as individuals.
Differentiated Instruction
The second theory selected for use in this study is Differentiated Instruction. This
theory is based on the work of Tomlinson (2017) and Tomlinson and Imbeau (2010).
Differentiated Instruction looks at instructional strategies and recommends tools that are
effective with various groups of diverse learners. Differentiated Instruction does not
explicitly address Black boys but does address diverse learners. The theory emphasizes
the content, process, and product essential for effective teaching and learning and is
based on neuroscience (Tomlinson, 2017). In 2010, Tomlinson and Imbeau expanded DI
to include a focus on the learning environment. Differentiated Instruction (DI) has been
identified as a best practice theoretical teaching method for meeting the needs of various
academically diverse groups of students (Tomlinson, 2017). DI incorporates various
theories and evidence-based practices. It acknowledges and focuses on learning styles,
students’ readiness, and students’ interests (Tomlinson, 2017). The foundation of the
theory is that students possess different kinds of smarts or intelligence. “The approach is
rigorous, relevant, flexible, and varied while intended to meet students at personal
instructional levels” (Santamaria, 2009, p. 217). The theory incorporates elements of
neuroscience associated with the Universal Design for Learning by emphasizing the use
of multiple means of representation, multiple means of engagement, and multiple means
of action and expression (Tomlinson, 2017). Moreover, DI is based on the seminal work
of scholars such as Gardner, Bloom, and Vygotsky and is situated within special
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education research. Scholars of DI suggest the use of various best practice teaching
methods such as student choice, tiered instruction, learning profiles, and cooperative
groups to meet the needs of mixed ability learners (Tomlinson, 2017).
Although DI is useful with Black boys, scholars do not specifically identify race
as an indicator within the theory or the impact and implications that race has on how and
what Black boys with and without disabilities are taught (Tomlinson et al., 2003). DI was
selected as a theory because it is grounded in special education, whereas Culturally
Responsive Teaching (CRT) is grounded in general education. While DI does use
research-based teaching strategies and it does focus on mixed ability learners, it does not
specifically incorporate cultural components or the understanding and implications of
race during teaching and learning. Therefore, CRT and DisCrit help to fill the gap of
understanding and considering race during instruction. CRT allows the researcher to
examine teaching methods in conjunction with instructional strategies associated with
race. DisCrit and CRT will enable a focus specifically on Black boys and other
marginalized groups. The combination of these theories allows race to be moved from the
margins and centered in this study. Together, these theories will support the researcher’s
work in examining the preparation and perceptions of teachers during teaching and
learning while considering the significance and implications of race, culture, and
ethnicity. Thus, it is necessary to couple culturally responsive teaching and differentiated
instruction to examine the perceptions and preparedness of teachers to use students’
culture, language, and experiences during teaching and learning for Black boys with
disabilities.
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Disability Studies in Education
Disability Studies in Education (DSE) examines the intersections of ability and
gender within schools (Baglieri et al., 2011; Kanter & Ferri, 2012). DSE is a field of
study developed out of Disability Studies. The focus of DSE is to examine and gain a
deeper understanding of the experiences of students with disabilities in schools, colleges,
and universities and to facilitate an environment where access points are created for
students to be successful in schools (Connor & Ferri, 2005). DSE is used to establish an
inclusive educational environment for all students. It promotes and supports providing
access for all students in the least restrictive environment and with non-disabled peers
(Kanter & Ferri, 2012).
Disabilities Studies in Education is appropriate for this research as it promotes a
shifting in thinking away from the deficit-minded medical model where students need to
be prescribed intervention plans, cured, or receive treatment (Baglieri & Shapiro, 2017;
Baglieri et al., 2011; Walker, 2011). Disability Studies in Education focuses on a social
model of disability. It moves away from labeling students in a negative, stigmatized,
stereotypical frame (Ferri & Connor, 2005b). Instead, scholars examine educational
systems and structures for access, success, and equity (Sutcher et al., 2016; S. J. Taylor,
2005). DSE focuses on improving the oppressive systems that create barriers for students
with disabilities. DSE also places the students and their lived experiences as a central
component in constructing their educational experience. Linton (2005) further postulates
that examining the lived experiences of people with disabilities is essential to amplifying
their voices and creating policies, procedures, and curriculum representative of them and
their needs. DSE is used to advocate for the improvement of access to and within systems
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of education. Under DSE, scholars develop a curriculum with all students in mind, and
disabilities are recognized as a natural part of the human and educational experience
(S. J. Taylor, 2005). A positive identity is placed on and frames the ideology of disability
and not as a deficit or dysfunction of society (Connor et al., 2008; Walker, 2011). The
goal and focus of DSE are to place students back and centered in education and to
illuminate how society and the infrastructures of education minoritize and oppress
students with dis/abilities (Linton, 2005).
Disability Studies and Critical Race Theory (DisCrit)
Disability Studies and Critical Race Theory (DisCrit) is based on Annamma et
al.’s (2013) work. DisCrit is an intersection of the theoretical foundations of two theories,
Critical Race Theory and Disability Studies in Education. DisCrit goes beyond Disability
Studies and Disability Studies in Education because it examines and challenges the social
constructs of the intermingling of race and ability. Moreover, DisCrit disputes and rejects
deficit perspectives attributed to Black boys identified with a disability by challenging
educational practices that label them as the problem (Annamma et al., 2014; Walker,
2011). Scholars of DisCrit examine and question how “race, racism, dis/ability, and
ableism are built into the interactions, procedures, discourses, and institutions of
education, which affect students of color with dis/abilities qualitatively differently”
(Annamma et al., 2013, p. 7).
Scholars of DisCrit, Disability Studies, Disability Studies in Education, and
Critical Race Theory identify both race and ability as social constructs which are defined
and given meaning by the environment (Annamma, Ferri, & Connor, 2018; Thorius,
2019; Valle & Connor, 2019). DisCrit was developed to analyze, challenge, and
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dismantle oppressive devices in education. These barriers contribute to the
overrepresentation of students of color in special education and the preschool-to-prison
pipeline. Seven tenets guide this theoretical frame (Annamma, Ferri, & Connor, 2018)
1. Focus on how racism and ableism intertwine to maintain the notions of
normalcy,
2. Places value in multidimensional identities,
3. Emphasizes the social construction of race and ability and the impacts of
being labeled,
4. Privileges the voices of minoritized and marginalized groups,
5. Considers historical and legal aspects of disability and race and how the two
are combined to deny rights,
6. Recognize Whiteness and ability as property rights resulting in interest
convergence, and
7. Calls for and requires activism, which supports all forms of resistance.
DisCrit Tenets Used
While Ferri (October 2018) noted that using all tenets of DisCrit was the initial
intent, it has since morphed into scholars using various principles to support their work.
This research study will focus on Tenets 3, 4, and 7. Tenet 3 concentrates on race, ability,
and the impact of labeling students. Tenet 4 emphasizes the importance of centering the
voices and experiences of marginalized groups, and Tenet 7 stresses the importance of a
call to action. Black boys identified with disabilities often face oppressive and
exclusionary practices. These students’ educational experiences include experiences
rooted in Whiteness properties (Annamma, 2015). Examples of Whiteness properties in
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education include the use and requirement of proper English, assessments aligned to
middle-class White males, and the concept of normalcy (Thorius, 2019).
DisCrit is essential when examining to what extent teachers can recognize
oppressive and exclusionary practices, how they use this understanding to teach students,
and to what extent they are dismantling oppressive practices in teaching and learning.
DisCrit and Education
Ferri notes opportunity gaps, achievement gaps, racialized disability categories,
and restrictive placements hinder and halt teaching and learning experiences for these
students (B. Ferri, personal communication, December 2018). Other scholars also note
placement into special education recreates a segregated schooling experience for Black
boys with disabilities due to racism and ableism being ingrained in educational practices,
policies, and procedures in American schools (Artiles et al., 2010; Connor & Ferri, 2005;
Ford & Russo, 2016; Kanter & Ferri, 2012; Orfield, 2001; Resmovits, 2014; Thorius,
2019). Specifically, Annamma et al. (2013) note the marginalization and exclusion of
people with disabilities within schools according to gender, race, socioeconomic status,
sexuality, and ethnicity. Moreover, these scholars note educators have not been equipped
to challenge and dismantle racist practices within education or to promote social justice
stances to empower Black boys with disabilities.
DisCrit has recently aligned with education (Annamma et al., 2017), yet it does
not specifically focus on instructional practices. Therefore, it is beneficial to couple it
with culturally responsive teaching and differentiated instruction. The intersection of
these theories is critical to this research of analyzing the practices, perceptions, and
procedures of Black boys identified with disabilities who are being taught in general
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education classes. The selected methods must be underpinned in an educational and
disabilities theoretical framework.
DisCrit specifically relates to and can be used to examine and challenge the
overrepresentation of Black boys referred to and placed in special education by centering
and privileging the voices of Black boys, examining, and challenging the intersection of
race and ability, and calling for and embracing all forms of resistance. Black boys
continue to experience segregation, discrimination, and marginalization in schools (Ford
& Russo, 2016; Orfield, 2001; Resmovits, 2014). Furthermore, Black boys identified
with disabilities face double jeopardy and must contend with a double consciousness of
what it is like being identified as both Black and as disabled (Gold & Richards, 2012).
DisCrit and the Use of Labels
DisCrit scholars advocate against the practice of labeling, stigmatizing, and
marginalizing students of color with disabilities (Losen & Gillespie, 2012; Marsh et al.,
2022; Marsh & Noguera, 2018; Noguera, 2008). While the DSE framework does
promote equitable access to inclusive educational practices, it is not enough. DisCrit goes
beyond DSE by examining the historical and legal aspects of race and ability and
challenging normalcy through various forms of resistance (Annamma et al., 2014;
Thorius, 2019). Historically, Black boys have been placed into special education
programs and classes because of how they learn, what they value as knowledge, and how
they demonstrate learning. These methods of learning often differ from the dominant
population (Ferri & Connor, 2005a).
Various hegemonic practices in schools, society, and cultures also serve to stifle
the advancement of Black boys identified with disabilities. Specifically, beliefs within

53

society suggest that Black boys are abnormal and dangerous, which has led to an
overrepresentation of these students being labeled in high incidence disability categories
such as emotionally disabled and learning disabled (Delpit, 2012; Losen & Gillespie,
2012; Milner, 2007; Noguera, 2008; Resmovits, 2014). The media, as well as other
systems such as schools, courts, police, and prisons, have supported this propaganda
which labels Black boys as deviant. These systems also use suppressive vices which
reinforce normalcy, the use of inadequate assessments, and exclusionary practices
(Delpit, 2012; Gregory et al., 2010; Milner, 2007; Marsh & Noguera, 2018; Thorius,
2019). DisCrit seeks to challenge these practices and beliefs by calling attention to and
resisting hegemonic practices by examining how race and ability have been used to deny
rights.
Hegemonic Practices
Three specific hegemonic practices are often used in education as tools for
exclusion. Hegemonic practices are rules and practices within society, which are
reinforced through social institutions to allow the dominant population control and
influence over minoritized groups (Howard, 2008, 2013; Roberts, 2010). These particular
hegemonic practices are: (a) normalcy, (b) social constructs, (c) assessments, (d)
exclusionary practices, (e) use of IQ data, and (f) exclusions.
Normalcy
Normalcy demands political, educational, and social conformity (Gold &
Richards, 2012), and anything outside these constructs is considered abnormal
(Annamma et al., 2013). Society has used several methods to promote the continued
practice of normal schools. These practices include: (a) administering tests aligned to
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the values and beliefs of the dominant population, (b) excluding and placing students
who learn differently into special education, (c) segregating students’ within the
classroom, (d) disciplining individuals who do not conform to social control, and (e)
denying equitable access to financial capital, resources, materials, and human capital
for marginalized groups (Ferguson & Nusbaum, 2012; Ford & Russo, 2016). In their
studies, Ferri and Connor (2005a) and others (Losen & Gillespie, 2012; Noguera, 2008)
found that the dominant population asserts that materials, human capital, financial
capital, and resources are wasted on marginalized groups, such as people of color,
people with disabilities, and people with beliefs and/or lifestyles opposite of the
dominant culture.
The ideology of normalcy has been used to legitimize reasons for excluding Black
people, Black boys identified with disabilities, and other marginalized groups (Marsh et
al., 2022). People whose performance, able-bodiedness, physical attributes, culture, and
beliefs do not align with the perspective and practices of the dominant population are
considered inferior or abnormal, and these people have historically been subjected to
eugenics (Delpit, 2012). Black people have had to continuously combat these issues
throughout history. Black boys are classified more than any other race as being
Intellectually Disabled (ID), Emotionally Disturbed (ED), Speech Impairment (SI), and
Learning Disabled (LD) (Gold & Richards, 2012). According to a report by the National
Center of Education Statistics (2018), Black boys represent 9.1% of students classified as
Intellectually Disabled compared to 5.4% of White students and 6.2% of Hispanic
students. These same students are identified as Emotionally Disturbed at 6.8% compared
to 5.3% for their White counterparts and 3.4% for their Hispanic counterparts.
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Additionally, 40.8% of Black boys are identified as having a learning disability,
compared to 29.9% of White students and 36.3% of Hispanic students. Moreover, Black
boys with disabilities are doubly marginalized because they are both Black and disabled
and face oppressive experiences within both subgroups (Gold & Richards, 2012).
According to Erevelles and Minear (2010), “both CRT and disability scholars begin with
the critical assumption that race and disability are, in fact, social constructs” (p. 132).
Multiple scholars have examined race and disability as social constructs (Annamma et
al., 2013; Erevelles & Minear, 2010; Ferri & Connor, 2005a).
Social Constructs
Social constructs are societal definitions that change over time (Erevelles &
Minear, 2010). Erevelles and Minear (2010) noted that disability is socially constructed
through meanings and interpretations found in culture, history, economics, and politics.
For example, a person previously considered Intellectually Disabled with an IQ of 75 is
no longer considered Intellectually Disabled because the IQ score has been reduced to 70
or below (Kanter & Ferri, 2012). Therefore, this student is no longer considered
Intellectually Disabled, not because of anything that changed with the student, but
because of changes made in assessment scores, education, and society.
Assessments
Assessment data are regularly and continuously used as accountability
measurements for students identified with and without disabilities. No Child Left Behind
(2002) and Every Student Succeeds Act (2015) are federal accountability measures used
to rate the performance and success of not only students but the school districts which
educate them. This federal legislation, coupled with End-of-Grade testing, can perpetuate
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pressure to success from multiple angles as these assessments are often tied to funding
sources (Lashley et al., 2011). Moreover, assessments are critical for creating informed
instructional practices, understanding, and planning for the instructional delivery,
examining academic growth, and determining the scholastic development of all students
(Lashley & Stickl, 2016). In a world where accountability is the expectation, and highstakes testing is the way success is measured, many schools depend on data to determine
their progression, growth, and outcomes and to identify school improvement initiatives
(Lashley & Stickl, 2016). However, the utilization of data becomes concerning when it is
prescriptive, follows a medical model of disability, and is weaponized to categorize,
marginalize, and segregate Black students and other students of color.
Use of IQ Data
One such use of data being weaponized to sort and rank students is the use of IQ
data to determine students’ abilities. Specifically, IQ tests have been used since the 1930s
to measure the intellectual ability of students, and depending on the outcomes of these
tests, students can be determined to be gifted, at-risk, or possess a disability (Kanter &
Ferri, 2012). With the stroke of a pen, the disposition of students’ academic trajectories
can be sealed. These tests are not responsive to the needs of Black students and other
students of color as they are normed against the dominant population and do not consider
the needs, culture, language, exposure, or experiences of Black boys (Gold & Richards,
2012). Students with disabilities are administered assessments that are judged
subjectively (Lashley et al., 2011). Assessments have been and continue to be rationales
used for excluding Black boys, labeling them with a disability, justification for placement
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in segregated classes, and educating them apart from their non-disabled peers in
segregated classes.
Exclusion
DSE scholars demand that the focus shift from the medical disability model,
where individuals are considered, the problem needing curing (Baglieri & Shapiro, 2017;
Erevelles & Minear, 2010; Valle & Connor, 2019). Scholars insist the focus for
improvements be placed on the educational systems and infrastructures that create
barriers and limit access, success, and opportunities for individuals identified with
disabilities (Baglieri et al., 2011; Valle & Connor, 2019). DSE scholars further contend
that schools use disabilities and other socially constructed descriptors as means to
exclude, marginalize, rank, and (de)normalize when comparing groups (Baglieri &
Shapiro, 2017; Connor & Ferri, 2005).
The idea or construct of disability was created to promote and establish a social
order of control within American schools (Gold & Richards, 2012). The social construct
of abnormality cannot exist unless the binary of normality exists (Baglieri et al., 2011).
Some DSE scholars further view the importance of understanding and engaging in
experiences with disability culture as critical, and they encourage schools to embed
disability studies into the curriculum (Baglieri & Shapiro, 2017). Moreover, DSE
scholars see people identified with a disability as individuals who present with skills,
talents, and strengths and who contribute value, meaning, and richness to society
(Baglieri et al., 2011).
The following theoretical frameworks—DisCrit, Culturally Responsive Teaching
with Warm Demander, Ethic of Care, and Differentiated Instruction—were combined to
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conduct the research and examine the data. Culturally responsive teaching and
differentiated instruction emphasize the importance of using the students’ culture in all
aspects of teaching and learning while focusing on the method of instructional delivery.
DisCrit uses educational practices to dismantle and disrupt racist practices and to
empower students in the margins. These theories can support how curricula are identified,
how lessons are delivered, which instructional strategies are used, how materials are
selected to support teaching and learning, and which evaluation methods are used for
content mastery (Ladson-Billings, 1995).
Culturally Responsive Teaching and Differentiated Instruction is also used to
examine what is considered effective teaching and learning methods and practices for
Black boys with disabilities. DisCrit is used as a tool to empower teachers for anti-racist
educational practices. Culturally Responsive Teaching and Differentiated Instruction are
used to examine how well and to what extent teachers understand the implications of
using race, language, culture, and ethnicity in teaching and learning (Santamaria, 2009).
These theories will support the understanding of how well teachers can use instructional
strategies, which are coupled with how Black boys learn best. These theories will also be
useful in critically examining which resources and materials are used to supplement
instructional practices, including how classroom management is demonstrated within the
classroom when teaching Black boys identified with disabilities. These theories are
essential because they focus on teaching and learning for students of color; in this case,
Black boys identified with disabilities.
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Theoretical Tensions and Equity Issues
As previously stated, the equity issues identified regarding the schooling
experience of Black boys are (a) overrepresentation in special education, (b)
disproportionate discipline referrals and responses, (c) inadequate resources, and (d) a
shortage of highly qualified, culturally competent teachers. Annamma et al. (2013), along
with multiple scholars (Annamma et al., 2018; Annamma & Handy, 2019; Annamma et
al., 2014) use an in-depth perspective that captures the importance of examining the
intersections of race and ability in response to teaching and learning of Black boys
identified with disabilities. Gay (2002b) does not explicitly discuss the impact of the
scholarship on teaching and learning for students with disabilities. However, she does
note the critical pedogeological process that is essential during the teaching and learning
experiences for Black boys. Annamma et al. (2013) do not examine the use of DisCrit in
teaching and learning. Just recently, Annamma et al. 2013) began to explore the
connection between race and disability in education. Neither Gay (2002a) nor Annamma
et al. (2013) examined the triple consciousness that Black boys identified with disabilities
must face. Annamma and Hardy, (2019) furthered Annamma et al.’s (2013) original work
on Disability Critical Race Theory by examining the connection between achievement,
disability, and discipline. Finally, the coexistence and the blending of these theories are
essential to analyzing my work of preparing teachers of Black boys identified with
disabilities to stand in solidarity and to equip Black boys to combat an often biased and
antiracist education system.
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Chapter 3
Methodology
This study used an explanatory sequential mixed methods design to examine the
overarching problem of how early-career teachers are educated and trained to teach Black
boys with disabilities. Specifically, this overarching problem encompasses K-8, earlycareer, general education teachers’ pedagogical understanding, use of care, employment
of warm demander, understanding, and implantation of Culturally Responsive Teaching,
utilization of differentiated instructional practices, and initial licensure training during
their educator preparation programs. This teaching subpopulation is the focus of research
participants due to their position as general education teachers, who are part of the team
and process for making referrals and recommendations for special education
consideration, and their understanding of how to teach Black boys with and without
disabilities has been noted to contribute to the overrepresentation of these students’
placement in special education (Blanchett, 2006, 2014; Ferri & Connor, 2005b; Harry &
Klingner, 2014). General education teachers contribute to the placement and
resegregation of Black boys within the general education classroom by recommending
placement into more restrictive special education programs and separating these students
into lower groups within a class (Ferri & Connor, 2006; Orfield, 2001). Moreover, Black
boys tend to be considered for and placed in more subjective special education categories
such as Learning Disabilities and Emotionally Disturbed (Blanchett, 2014; Delahunty &
Chiu, 2020).
This explanatory sequential mixed-methods research study (Creswell & Plano
Clark, 2011) includes a survey and an in-depth, one-on-one, face-to-face interview
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through Zoom, a virtual platform. Utilizing a virtual platform helped reduce contact and
exposure to COVID-19 and to allow participants to communicate without masks. The
elimination of masks helped the interviewer to better understand what participants were
saying and to recognize nonverbal facial expressions.
Participant Selection
Participants for the survey were teachers who worked or had worked in highly
impacted urban or rural K-8 schools. The selection of participants for interviews was
drilled down to early-career teachers using the same criteria. Early-career teachers are
those identified as having 3 or fewer years of teaching experience. Participants must have
successfully completed the first phase of the study in order to participate in the second
phase interviews. Another criterion for interview participants was that they have or had
experience teaching at least two Black boys identified with a disability in a general
education setting. An emphasis is placed on early-career general education teachers’
perception and preparation for teaching these students who are part of general education
classes for 50% or greater during the day. Early-career teachers were selected as
participants because they ideally have a greater recall of their experiences during their
educator preparation programs.
This study analyzed early-career general education teachers’ perceptions of their
preparation, knowledge, and readiness to meet the academic, social, and emotional needs
of Black boys with disabilities. The researcher sought to understand how teachers rate
and give meaning to their experiences when instructing this population of students.
Findings from this study will be used to advance the field of education, influence
preservice teacher preparation programs, assist in minimizing referrals to special
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education, and impact teaching and learning for Black boys with and without disabilities.
Findings from this study may also specifically aid in preparing and training teachers to be
more confident when teaching this population and to empower and equip them to create
richer educational experiences for Black boys who attend highly impacted K-8 urban and
rural schools.
Current research within the field of general and special education underpins and
supports this study. The study incorporates four theories, Culturally Responsive Teaching
(CRT) with a focus on Warm Demander, Ethic of Care, Differentiated Instruction (DI),
and Disability Studies, and Critical Race Theory (DisCrit). Moreover, the focus of the
study is to understand if these theories can aid and positively impact the teaching and
learning of Black boys with disabilities.
The four theories provide the foundation to explore, deconstruct, and dismantle
hegemonic, anti-Black teaching and learning practices that historically have supported
the identification, referral, and placement of Black boys into special education programs
and sustained Whiteness within education (Annamma, 2015).
Specifically, this study examines and analyzes early-career teachers’
understanding and use of Culturally Responsive Teaching and Differentiated Instruction,
and in particular, to what extent early-career teachers use Culturally Responsive
Teaching tenets and/or Differentiated Instruction strategies when instructing Black boys
with disabilities. Where and when teachers report using these two theories, a deeper
investigation into understanding how teachers identify or make meaning of their
trainings, exposures, or experiences with Culturally Responsive Teaching and/or
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Differentiated Instruction occurs and if teachers attribute this knowledge as effectively
preparing them to appropriately educate Black boys with disabilities.
Research Questions
The research questions for this study are as follows:
1.

QUANTITATIVE- How do K-8 general education teachers rate their ability to
dismantle and deconstruct hegemonic practices and negative perceptions
regarding race and ability when teaching Black boys labeled with a disability?
1.1.1. QUALITATIVE- What are the perceptions of early-career general
education teachers on the effectiveness of their training for teaching Black
boys labeled with a disability?

2.

QUANTITATIVE- What tenets of Culturally Responsive Teaching and
Differentiated Instruction are being used most frequently by K-8 general
education teachers in highly impacted, urban, or rural schools when teaching
Black boys with a disability?
1.2.1. QUALITATIVE-How do early-career general education teachers, who
report using tenets of CRT and DI, implement these tenets when engaging
Black boys with a disability in the teaching and learning experience?

3.

QUANTITATIVE- What courses, if any, do K-8 general education teachers
report taking which addressed teaching Black boys labeled with a disability? Are
there any meaningful subgroup differences?
1.3.1. QUALITATIVE- How do early-career general education teachers
working in highly impacted schools perceive that their college courses
prepared them to teach Black boys with disabilities?
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Method
The research design is an explanatory sequential mixed-methods design. This
research design involves a quantitative phase of collecting and analyzing data followed
by a qualitative phase of collecting and analyzing data (Creswell & Plano Clark, 2011).
Phase one of this study involves collecting quantitative data using a survey that focuses
on examining teachers’ methodological praxis and the extent to which general education
teachers are prepared to incorporate culturally responsive teaching. The survey
instrument used in this study is The Culturally Responsive Teacher Preparedness Scale
(CRTPS; Hsiao, 2015). The competencies in the scale are based on the work of Hollins
(1993), Gay (2002b), and Siwatu (2007), and the research study is underpinned by the
work of these scholars. The survey includes questions addressing differentiated
instructional strategies, culturally responsive practices, the ethic of care, and all three
elements of warm demander: high expectations, structured environment, and trust (Hsiao,
2015). The Culturally Responsive Teacher Preparedness Scale possesses several noted
benefits. The scale is more directly aligned to what the researcher is measuring and has
fewer items than other comparable scales previously considered. The initial scale
previously considered involved 32 items and required 15 minutes for completion. This
current scale consists of 18 items and requires approximately 7.5 minutes to complete
(Hsiao, 2015). Fewer items and less time commitment help increase the likelihood of
teachers’ willingness to participate in completing the survey. It is important the
researcher considers the participant’s time commitment as 130 participants are needed for
this research design to have enough power. Questions within the scale will help the
researcher better understand the perceptions of teachers who teach Black boys with

65

disabilities. For example, the scale includes one item, utilize a variety of instructional
methods to match students’ learning preferences in learning the subject matter, and
maintaining their attention and interest in learning, which provides insight into whether
the teacher uses other instructional strategies for meeting the needs of Black boys with
disabilities during teaching and learning (Hsiao, 2015). The scale aids in planning against
researcher bias. Scores in the instrument have been tested and measured to be both
reliable and valid.
Quantitative Phase
The Culturally Responsive Teacher Preparedness Scale contains 18 question
items rated on a 6-point Likert scale with indicators ranging from unprepared to fully
prepared (Hsiao, 2015). During survey construction, questions were tested by professors
in teacher education, including special education, multicultural education, and elementary
education initial teacher certification (Hsiao, 2015). The preparedness scale was created
through exploratory factor analysis. According to the factor analysis, there were three
factors that emerged for CRTPS: curriculum and instruction, relationship and expectation
establishment, and group belonging formation. The scale is well supported by
psychometric analysis, including factor loadings, internal consistency, and testing
fairness with gender and race (Hsiao, 2015).
A factorial analysis of variance (ANOVA) and a Chi-square are the two tests
providing analysis of perceptions of K-8 general education teachers responsible for
teaching this population of students. The factorial ANOVA utilized 5 x 4 x 2 cells. The
hypothesis for this study is teachers who have advanced teaching experience, who are
warm demanders, and who use elements of culturally responsive teaching and
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differentiated instruction have students who are more engaged in the learning
environment. High student engagement has shown to improve the teaching and learning
and academic achievements of Black boys with and without disabilities (Davis, 2007;
Jackson et al., 2010; Parker et al., 2017; Trotman-Scott et al., 2015). This study involves
four independent variables that were measured; teacher experience level, culturally
responsive teaching practices, warm demander, and differentiated instructional strategies.
There is one dependent variable: effective teaching. For the purpose of this study, the
term effective teaching is based on the work of Delpit (1995) and Ladson-Billings (1994,
1995). Ladson-Billings (1994, 1995), in her seminal works, The Dreamkeepers:
Successful Teachers of African American Children and But That’s Just Good Teaching:
The Case of Culturally Relevant Pedagogy, discusses and defines the attributes of
effective teaching.
Each of the independent variables or factors in the study has two levels for
measurement. The two levels pertaining to experience are early-career and advanced
career. As previously noted, early-career teachers are teachers with 3 or fewer years of
teaching experience. In this study, all other teachers with more than three years of
experience are classified as advanced career teachers. Culturally Responsive Teaching
practices contain two levels indicating the presence or absence of teachers’ use of tenets.
Warm demander has two levels which are the presence or absence of the three attributes:
high expectations, building trust, and a structured learning environment. Differentiated
instruction also contains two levels which are the presence or absence of differentiated
instructional practices. The results and analysis serve to influence, structure, and guide
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the development of qualitative questions and data collection for the second phase of the
study (Creswell & Creswell, 2018; Creswell & Plano Clark, 2011).
Qualitative Phase
The qualitative phase consists of interviews using a sub-sample of seven earlycareer teachers who participated in the study’s quantitative portion. The qualitative phase
included face-to-face one-on-one interviews that lasted approximately 60 minutes.
Interviews included 14 open-ended questions. Questions are field tested by three earlycareer teachers to check for clarity and understanding. Interviews are held virtually due to
the restrictions and social distancing mandates for COVID-19.
Why Method Selected
The researcher uses an explanatory sequential mixed methods research design to
conduct this study. Quantitative data collected during the study influences the qualitative
interview questions asked of early-career general education teachers responsible for
instructing and preparing Black boys with disabilities. The researcher seeks to explore
and understand how these teachers rated and made meaning of their pre-service educator
training. Additionally, the researcher wants to know how teachers’ perceptions faired
regarding their readiness and ability to effectively educate these students and to employ
emancipatory practices to dismantle or deconstruct long-standing systemic issues of race
and ability. Specifically, the researcher seeks to understand how K-8 early-career
teachers make meaning of their own educational experiences and training for instructing
Black boys with disabilities in a regular education classroom of a highly impacted rural
or urban school. Responses are examined to determine what, if any, tenets of culturally
responsive teaching and differentiated instructional practices are identified and used as
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effective teaching practices with this population. There is an examination of how teachers
reported using these strategies and how they make meaning of their experience with the
aforementioned group. Teachers also identify and note if there are classes that they found
beneficial for instructing this diverse group of learners. Moreover, the researcher is
especially interested to understand in what way teachers describe their ability to
dismantle and push back against racist and ableist educational practices and what, if any,
actions are taken to empower, affirm, and aid in students’ liberation.
Why a Mixed Method Design?
Historically, the field of education rely exclusively on a qualitative research
approach to understanding concepts within education through the examination of lived
experiences of participants to share their thoughts, feelings, and perceptions within their
natural environments (School of Education Online, 2020). Whereas a quantitative
approach to research creates and maintains measurable and objective outcomes to
determine if an approach or study is funding worthy (Creswell & Plano Clark, 2011;
Osborne, 2013), a mixed methods design draws on the combined strengths of both a
quantitative and qualitative research design (Creswell, 2013). Creswell and Creswell
(2005, 2018) suggest the research method selected for a study should be guided by the
questions the researcher seeks to have answered rather than by the researcher’s
preference for a specific type of methodology. The questions in this study lend
themselves to both a quantitative and a qualitative research process. A mixed methods
research design allows for multiple sources and types of quantitative and qualitative data
to be collected and to support a comprehensive understanding and analysis of the data
(Creswell, 2013; Creswell & Plano Clark, 2011). The use of a quantitative and qualitative
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approach collectively supports a pragmatic approach to the issue, aids in the researcher’s
ability to gain an in-depth, holistic examination of the phenomena, and promotes a richer
understanding of the teaching and learning practices of early-career teachers responsible
for educating Black boys with disabilities in general education classrooms of highly
impacted schools.
Using a mixed methods design for this study aids in gaining more robust findings
with hopes that these findings influence how colleges and universities prepare K-8
general education teachers to teach Black boys with disabilities. Creswell and Plano
Clark (2011) found that an “explanatory design connects data analyzed to explain results”
(p. 217). The results and findings from this study uses quantitative and qualitative
outcomes to demonstrate and describe the connection between the preparation and
perceptions of K-8 educators coupled with the instructional practice of early-career
teachers responsible for instructing Black boys with disabilities. Creswell and Plano
Clark (2018) suggest that analyzing two very different datasets is an appropriate and
robust approach use to a mixed method research design.
There are benefits of both the quantitative and qualitative design. Both types of
research methods have an important place in this research study, and the research
questions and hypothesis align with the research design of this study. Issues are analyzed
for statistical significance, and results are used to gain an understanding of the lived
experiences and perceptions of participants in this research study. Hearing the lived
experiences of K-8 early-career teachers regarding their perceptions of preparedness and
ability to teach Black Boys with disabilities is invaluable and aids the researcher in
gaining a better understanding of the thoughts, actions, behaviors, and biases of this
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population of respondents. Moreover, examining the elements and characteristics of lived
experiences brought life and understanding to aspects of teaching and learning for Black
boys labeled with disabilities in highly impacted K-8 schools. Lived experiences support
and promote engagement and a human connection to societal and community
experiences. Specifically, in this study, the researcher seeks to understand how
participants rated and attributed meaning to their postsecondary educator preparation
experiences and whether they believe these experiences effectively prepared them to
engage in and support the teaching and learning opportunities of Black boys with
disabilities who are taught in general education classrooms.
The researcher examines whether there is any comparison across these elements:
years of experience, career levels, advanced CRT or DI training, and race. Specifically,
the aforementioned elements are examined to determine if teachers perceived that they
were adequately trained and effectively equipped in their teaching and learning
approaches for this diverse group of students being instructed in urbanized, highly
impacted schools.
Definition of Terms
In this section, the researcher defines the specific vocabulary for this research
study. Some of the words indicated are terms to which the researcher has given meaning.
Other words are defined to help the readers understand how the researcher is using
specific terminology within the context of this research study. In this section, the
researcher defines elementary schools, early-career teachers, educators, warm demanders,
highly impacted schools, urbanized schools, and listwise deletions. Key terms are
displayed in bold print.
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Elementary schools are defined as schools where any combination of K-8 grade
levels is taught. Middle schools are typically schools where students are in sixth through
eighth grade. For the purpose of this study, middle schools are considered an extension of
elementary schools.
Early-career teachers (ECTs) are defined as full-time, general education
teachers who have three years or less of practical teaching experience, excluding student
teaching. ECTs have taught at least two Black boys with a disability, as evidenced by an
implemented Individual Education Program (IEP) or 504 plan. These teachers may have
gone through a traditional teacher education program or been licensed through an
alternative licensing route. Early-career teachers are responsible for their class’s
instructional plan, academic decisions, and the practical delivery of teaching and
learning. Participants should be the teachers of record. Full-time substitutes and teachers
who have intermittent experiences beyond 3 years of service are excluded from this
study’s qualitative phase but may participate in the quantitative survey.
Educators are defined as general education teachers who currently teach or have
taught at least two Black boys identified with a disability as evidence of an implemented
Individual Education Program (IEP) or a 504 plan. Educators may have any amount of
teaching experience and level of educational training. Advanced career educators are
invited to participate in the quantitative phase of the research study but do not qualify to
participate in the qualitative interviews. Interviews are reserved for early-career teachers.
Warm demander is defined as characteristics or attributes demonstrated by
teachers, which include developing and building trust between teachers-students and
student-student. Teachers who are warm demanders also demonstrate and express high
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expectations of students, and they maintain a supportive, caring, welcoming, and
structured classroom environment. The attributes of warm demanders are based on the
work of Bondy et al., 2012; Delpit (1995), Gay (2002b), Hollins (1993), Kleinfeld
(1975), and Ladson-Billings (1994).
Highly impacted schools are schools that qualify as Title I schools as defined by
the U.S. Department of Education, are underfunded or under-resourced, have difficulties
recruiting and retaining teachers, and/or have attributes akin to the issues and concerns of
urban schools. Specific to this study, highly impacted schools have urbanized
characteristics and low academic achievement in subgroups according to ability and/or
race as indicated by their school’s report card, End-of-Grade testing, assessment data, or
other standardized measures.
Urbanized schools are schools that demonstrate attributes typically associated
with schools found in inner cities. Students from urbanized schools faced challenging
situations which impacted their schooling experiences. Some of these challenges
included poverty, homelessness, transiency, substance abuse/use among parents, court
and government intervention, and students living in high-crime communities. Urbanized
schools are neither necessarily situated or located in communities classified as urban
communities, nor are they schools solely located within inner cities. Urbanized schools
are defined as being situated in rural communities.
Listwise deletion is a method that was used for cleaning and handling missing
data. During listwise deletion, all participants’ data and records with missing data which
did not meet a specifically identified threshold were removed from the survey (Osborne,
2013).
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Respondents
This study consisted of two phases, a quantitative phase, which surveyed all K-8
general educators, followed by a qualitative phase. The qualitative phase focused on the
interviews of early-career general education teachers within this same grade span.
Phases 1 and 2, the quantitative and qualitative phases, respectively, nest together, with
the qualitative interviews providing a deeper, richer discussion of the quantitative
questions.
Quantitative: Phase 1
The quantitative phase was opened to all qualifying K-8 general educators who worked
in highly impacted urban or rural schools throughout the United States. To qualify,
participants must have taught in a K-8 general education class or any combination,
including schools typically classified as middle schools, within no more than a 2-year
lapse in teaching service. Teachers must also have taught at least two Black boys
classified with a disability as evident by a current IEP or 504 plan, and these students
must be educated in the general education setting for at least 50% of the day. Students
are not required to have been taught at the same time or during the same timeframe,
class period, or year. Special education teachers and specialist teachers (Art, Gym,
Spanish, Band, etc.) are excluded from participation in the study. An a priori power
analysis was run to determine the required sample size for the study to have adequate
power to yield statistically significant results. The target sample size for the quantitative
portion was 130 K-8 general education teachers. There were 138 participants who
completed the online survey. This number was reduced to 116 after the data was
cleaned. At the end of the survey was a recruitment notice for early-career teachers
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outlining requirements for participation in phase two of the study. Figure 3.1 illustrates
racial data for respondents who participated in the online survey. Additional
demographics for participants in the quantitative phase of the study included school
type, education level, gender, and years of experience (see Table 3.1).

Figure 3.1
Respondents by Race

Table 3.1
Phase 1: Demographic Data of Participants
Gender
Males- 19.8%
Females- 78.4%
Non-Binary1.8%

Years of
Experience
0- 3 Years- 12.9%

School Setting

Education Level

Urban- 69.8%

Bachelor’s- 27.6%

4-7 Years- 20.7%

Rural- 29.3%

Master’s- 48.3%

8- 11 Years- 12.9%

Unknown- 0.9%

Specialist- 11.2%

12 or More- 53.5%

Doctorate- 12.9%
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Qualitative: Phase 2
The second phase of the study is the qualitative phase. During Phase 2,
participants are selected from a subgroup of early-career participants who participated in
the quantitative online survey. Seven participants from K-8 urban or rural highly
impacted schools in the United States are recruited for involvement in this study’s
qualitative phase.
Participants were identified through self-referrals, snowball sampling, and/or
from members of the researcher’s personal or professional networks. Participants’ real
names are not used, and they are referred to by a pseudonym. No personal identifiers,
schools, district, college, or university information is shared in this study. Identifiers are
removed to protect participants’ privacy and confidentiality and to support their comfort
in sharing their thoughts, feelings, and experiences without fear of retaliation or backlash
from their district, supervisor, principal, or prior university. Teachers who have part-time
experience or part-time/intermittent substituting experience qualify to participate in this
phase of this study if their experience does not extend beyond three years of experience.
The sample target size of seven early-career K-8 general education teachers was selected.
This is consistent with Miles et al.’s (2019) recommendations of five to 25 participants
for qualitative research yielding a thick, rich description. The researcher is interested in
comparing findings across race, gender, and teaching experience as participants’ data are
examined and analyzed. Specifically, the researcher seeks to hear the lived experiences of
participants to better understand how early-career teachers can effectively meet the
instructional and academic needs of Black boys with disabilities. The focus is on better
equipping teachers to create engaging, supportive, and productive learning environments
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for these students. Respondents worked in public K-8 schools across the United States
and attended various colleges and universities within the United States. No two
participants in Phase 2 of this study attended the same college or university. The
geographic locations of participants include southeast Georgia, central South Carolina,
central North Carolina, southern New Jersey, northern New Jersey, southern North
Carolina, and southeastern North Carolina. Table 3.2 provides demographic information
and details of participants involved in this phase of the study.

Table 3.2
Phase 2: Demographic Data of Participants

Name

Race

Gender

School
Type

Angela

Black

Female

Rural

7th

2 years

EC Teacher Assistant

Andrew

Black

Male

Urban

2nd/3rd

1 year

Teacher’s Assistant

Catherine White

Female

Urban

5th

1 ½ years

Behavior Specialist

Susan

White

Female

Rural

2nd

2 years

None

Tasha

Black

Female

Rural

6th

4 months

Behavior Specialist

Teresa

Black

Female

Urban

4th/5th

7 months

EC Teacher Assistant

Thomas

White

Male

Urban

7th

1 year

None

Grade

Years
Teaching

Prior
Experience

Data Sources
Multiple sources are utilized to collect data for this explanatory sequential mixed
methods research study, whose design is consistent with the recommendations of
numerous scholars (see Creswell & Creswell, 2005, 2018; Creswell & Plano Clark, 2011;
Maxwell, 2013; Rossman & Rallis, 2017). Data sources in this study include an online
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survey, interview, video recordings, transcriptions, and field notes. This is an approved
IRB study. Before beginning the survey, participants were required to read and
acknowledge the approved informed consent. This was required before participants were
allowed to advance or access other parts of the survey. Participants could also opt to
download a copy of the approved IRB consent for their records.
Phase 1: Quantitative Online Survey
The quantitative phase of this study features the Culturally Responsive Teacher
Preparedness Scale (Hsiao, 2015) and teacher effectiveness survey questions to gather
data. This survey was open to all K-8 general education teachers in the United States with
no restrictions on experience, educational level, or years of service. The survey includes
four sections: the Culturally Responsive Teacher Preparedness Scale, open-ended
supplemental teacher effectiveness questions, demographic information, and recruitment
and qualifying information for Phase 2 of the study.
The Culturally Responsive Teacher Preparedness Scale (Hsiao, 2015) contains 18
questions. This portion of the survey focuses on collecting teachers’ perceptions of their
ability to enact culturally responsive teaching methods and analyzed how teachers
created trust, built community, demonstrated ethic of care, established rapport, fostered
relationships, and included (or not) elements of Black culture during the teaching and
learning experience for these students. Additionally, some questions are used to examine
how students’ interests and learning styles are incorporated into teaching and learning
opportunities.
The purpose of the survey is to identify and discuss educators’ readiness to teach
Black boys with disabilities and to examine their perceptions of their educator
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preparation program and training. Specifically, the survey is used to examine teachers’
preparation, knowledge, and comfort in understanding and implementing Culturally
Responsive Teaching tenets when instructing this population of diverse learners. Data is
examined to see if respondents exhibited or demonstrated warm demander, displayed an
ethic of care, and utilize differentiated instructional strategies when instructing Black
boys with disabilities. The study is also used to examine whether teachers promoted
social justice within their classrooms, empowered these students for challenging systems,
and/or participated in emancipatory practices for dismantling or disrupting racist and
ableist practices within education. A copy of the Culturally Responsive Teacher
Preparedness Scale is in Appendix A.
Supplemental Questions. Supplemental questions in the survey consist of 14
open-ended and closed-end questions measuring teacher effectiveness. Data are used to
capture and further expand upon teachers’ perceptions of their preparation and training
for instructing this population of students. Questions are added to examine instructional
practices, identify beneficial courses, utilize differentiated instructional strategies,
examine inclusive practices, and capture participants’ recommendations. Questions are
field tested for understanding and clarity. Teacher effectiveness questions are used to
gain a deeper, richer understanding of these elements through the lens of theories
highlighted in this study. Moreover, Disability Studies and Critical Race Theory is used
to assess if participants employed teaching methods and instructional practices aimed at
dismantling systemic racism within education. The question format in this study allows
for the exploration of participants’ comments beyond what could have been captured
through closed-ended survey items (Osborne, 2013). Many of the closed-ended questions
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are followed by open-ended questions in this section of the online survey. Questions are
consistent with the format design recommended by Creswell (2013). The online survey is
housed and disseminated through Qualtrics. Supplemental questions are found in
Appendix B.
Demographic Data. The third part of the survey includes seven questions aimed
at gathering participant demographic information. These questions are used to gain a
sense of who the participants were, their race, gender, educational level, school type, and
teaching experience. This information is especially beneficial when analyzing differences
between groups and within-group differences, descriptive inference, and relationship
correlation of groups. The researcher is interested in examining the data for significant
differences between the following factors: gender, education level, race, experience level,
culturally responsive teaching practices, warm demander, and differentiated instructional
practices. The questions for this portion of the study are in Appendix C.
Screening Questions. The last section of the survey housed screening questions.
These questions are used to determine if general education teachers worked in rural or
urban highly impacted K-8 schools. Additional criteria state that participants must be
identified as early-career teachers with all requirements and restrictions. Essentially,
these screening questions serve to inform and recruit respondents for participation in
face-to-face interviews. Volunteers who express an interest in the qualitative phase of the
study are asked to contact the researcher via email with their first name, phone number,
and email address. This information is then used to assist with coordinating and
scheduling individual interviews. This information is also collected and stored separately
and apart from respondents’ surveys. This practice is implemented to protect
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respondents’ identities and to provide anonymity for participants. Screening questions are
found in Appendix D.
Phase 2: Qualitative Interview Protocol
The next phase of this explanatory sequential mixed methods research study is the
qualitative phase. During this phase, the researcher collected data using interview
questions, video recordings, transcriptions, and field notes. As previously noted, all
interviews are conducted and recorded using a Zoom platform in an abundance of caution
due to the COVID-19 pandemic. An interview protocol is used for consistency and
standardization of the interview process (see Creswell & Creswell, 2005, 2018). This
protocol is used at the beginning of each interview to explain the process to participants
and covered the following areas: the purpose of the study, data collection, the
safekeeping of information, the length and timeframe of the interview, and informed
consent. Participants are also advised of the requirement for earning the $50 stipend. The
researcher read the protocol script to all participants, received verbal consent, and
provided participants with written consent forms for their signature. These consent forms
are required before the stipend is paid to participants.
During this pre-interview phase, the researcher emailed participants a copy of the
IRB consent to sign and date. Electronic signatures are accepted, and participants are
advised that they can keep a copy for their records. The researcher is available and
answered any questions participants had before, during, and/or after the interview.
Participants are explicitly asked if they have questions and are advised of their right to
terminate the interview at any point. The researcher advises participants that all
information provided during the interview is confidential and that raw data with
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identifiers are not shared with anyone outside of the study. Before beginning the
interview, participants’ verbal consent is recorded. A copy of the interview protocol is
found in Appendix E.
The study’s qualitative portion involves a randomized sample of seven K-8 earlycareer general education teachers. The researcher initially aimed to include 8–10
participants. However, there are only seven qualified candidates. Two candidates did not
meet the experience requirements. A list of the qualifiers is found in Appendix D and at
the end of the quantitative survey.
Video Recording. Interview participants are administered a semi-structured oneon-one virtual interview, which lasts approximately 60 minutes. A semi-structured
approach is used to allow participants an opportunity to expand upon questions when
sharing their firsthand experiences (Creswell & Creswell, 2005). This questioning
approach enables the researcher to probe and ask pertinent follow-up questions related to
participants’ responses (see Maxwell, 2013; Rossman & Rallis, 2017). Two of the
interviewees, Angela and Catherine, exceeded the 60 minutes timeframe due to an indepth, engaging discussion. If any information needs clarification, all participants agree
to participate in a follow-up session. A follow-up interview session is also available to
correct any missing data and to expound on questions. Interview questions are found in
Appendix F.
The purpose of the interview is to examine K-8 early-career teachers’ lived
experiences and analyze their perceptions of teaching Black boys in a general education
classroom identified with a disability. Moreover, the researcher explores participants’
perceptions of their postsecondary education. During the interview, participants are asked
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to identify and discuss research-based instructional strategies and the effectiveness of
these strategies for instructing diverse learners with disabilities. The researcher is
interested in learning if teachers believe they empowered Black boys with disabilities.
Teachers are asked whether they use strategies and techniques to dismantle anti-Black
educational practices within their teaching. Finally, the researcher seeks to understand
whether (or not) K-8 early-career teachers use any tenets of Culturally Responsive
Teaching with this population and to what degree, if any, they find these practices to be
effective.
Field Notes. The researcher scribes field notes during every interview, and
additional notes are made on pertinent information, the researcher’s observations, and
nonverbal gestures. Creswell and Plano Clark (2011) and Creswell and Creswell (2018)
recommend a field note template or protocol be used to ensure uniformity and
consistency in collecting information. The field notes for this study include the date,
time, interview type: (initial or follow-up), interview format (face-to-face or virtual), and
a place for the participant’s pseudonym. The field notes are created in a chart-style
format with corresponding sections. The first column of the chart has numbers; these
numbers correspond to numbers for the interview questions. The middle column of the
chart includes a descriptive observation or direct quote. The last column of the chart is
used for the researcher’s reflective notes. The researcher notes any significant or
meaningful information on the field note form. This information is used when examining,
assessing, and analyzing findings. At the bottom of the page, the field note includes a
section for the researcher to record first impressions, participants’ demeanor, general
comments, researcher’s final impression, and any noteworthy information provided by
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participants. Specifically, the researcher notes significant direct quotes, nonverbal
communication, environmental information, and participant interactions in their
environment. See Appendix G for a copy of the field note template used in this study.
Data Collection
A G power is used to determine that 130 participants are necessary for the
quantitative portion of the study to be statistically significant. This is done to ensure the
sample size is large enough so that results are not adversely affected. A search of K-8
general education teachers is conducted through urban and rural school websites meeting
the criteria for highly impacted schools. Calls for participation are posted on professional
websites, in professional groups, on social media, and on the researcher’s personal social
media. The researcher sends requests/invitations to educators who are identified as
meeting the quantitative survey requirements. Participants are encouraged to share the
links with K-8 general education teachers within their networks.
Survey Dissemination
The researcher gathered emails from personal contacts, located email lists on
school websites, and information on personal and professional groups on Facebook,
LinkedIn, AERA, and Twitter. The survey link is posted and shared on social networks.
Only surveys from teachers who met the criteria are accepted. Participation in the study’s
quantitative phase is confidential as it may have identifiers within respondent surveys.
Data for participants interested in volunteering for interviews is confidential as the
researcher has the respondents’ names, emails, and phone numbers. This is explained in
the consent disclosure. All other participant information is anonymous as no additional
identifiers other than demographic data are used. The researcher houses participants’
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names and any identifying information separate from survey questionnaires, fieldnotes,
or recorded interviews. A master list of names and identification for interview
participants are stored on a password-protected computer.
Interviews
The second phase is qualitative, semi-structured interviews. Teachers who meet
the criteria for K-8 early-career general education teachers are identified from the general
education teachers who participated in the quantitative phase. Teachers have an
opportunity at the end of the quantitative survey to volunteer for the interview. Earlycareer teachers working at qualifying schools are selected through a randomized,
purposeful sample using a randomized generator such as those found on
www.classtools.net to engage in a face-to-face or virtual, one-on-one interview if there
are more than seven participants registered. A follow-up interview is conducted if more
information or clarifying information is needed. Educators who participate in and
complete the qualitative interview receive a $50 Visa gift card. They must have
completed the entire 60-minute interview to receive the Visa gift card.
Early-career teachers are randomly selected from those who volunteer for the
survey. However, if only seven participants elect to participate, then all participants are
used. One or two 60-minute interviews is conducted with each participant involved in the
study’s qualitative portion. Interviews are held via zoom or WebEx if COVID-19 makes
it unsafe to interview the participant in person or if there are logistical barriers. The
interviews are video recorded, and field notes are taken for trustworthiness and accuracy.
The same interview questions are asked of all participants. However, in some
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circumstances, items require follow-up questions that expound upon participants’
answers.
Data Analysis
Collected data is analyzed in two phases. The first phase of the study, which is the
quantitative portion, is initially examined via descriptive data, chi-square, and an
ANOVA using SPSS. The second phase of the data collection is the qualitative phase of
the research.
Phase 1: Quantitative Analysis
The quantitative phase uses Qualtrics and SPSS. Survey data from the
quantitative phase is analyzed using descriptive data, Chi-square, factorial ANOVA, and
frequency distribution to understand the perceptions and practices of general education
teachers who instructed Black boys with disabilities. Descriptive data are used to
evaluate and discuss variables within the study. Descriptive data is useful by taking
complex data and presenting it in simple and easy-to-understand information (Creswell,
2013). Moreover, descriptive data within this study involved central tendency measures
of Mean, Mode, Quartiles, Skewness, and Kurtosis to analyze, interpret, and discuss
results (Creswell, 2013). Descriptive data are used to analyze and discuss survey
responses, participants’ views on culturally responsive teaching, and teaching Black boys
identified with a disability. These data include an examination of variables such as
gender, teaching experience, race, and beliefs about the effectiveness of instructional
strategies for Black boys. Using descriptive data helps to analyze the information in turns
of average percentage (mean) and the most reported responses (mode). For example, the
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mean is used to determine the rate of early-career responses compared to advanced career
participants for a particular question.
One question used to analyze descriptive data are, Considering the Black boys
with disabilities who you have taught, how would you rate the successfulness of
instructional strategies that you have used to teach this population? 0 (Ineffective), 1
(Somewhat Ineffective), 2 (Neutral), 3 (Somewhat Effective), 4 (Highly Effective). Mode
is another example of how descriptive data are used to examine, analyze, and discuss
responses appearing and instructional strategies which appeared most often. Mode is used
to address the following questions: Please describe these instructional practices. Discuss
as many as you believe apply. The other example of mode used is If any course in your
educator preparation program trained you to teach Black boys with disabilities, please
name and describe the course(s).
Chi-Square. An a priori to determine the number of participants is based on an
effect size of .4 and an alpha of .05 rate of error. This effect size is appropriate as it gives
the analysis a power of .801, which is right at the .80 mark appropriate for the social
sciences (Creswell, 2013). A chi-square and a factorial analysis of variance (ANOVA) is
used to analyze the data using SPSS. Chi-square is used to examine three different
relationships. The analyses are (a) race and teaching practice, (b) teaching experience and
teaching practices, and (c) education level and teaching practices. Chi-square compares
the expected value and the observed value and determines if the difference between the
two factors is statistically significant (Creswell, 2013). The alpha level of .05 is used to
determine if the relationships are statistically significant. The effect size is examined to
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determine if it is a small effect size (.10), a medium effect size (.30), or a large effect size
(.50). Effect size is used to determine the strength of the relationship.
Factorial ANOVA. A factorial ANOVA is selected for analysis because
participants are observed across at least two levels and have at least two factors
(Osborne, 2013). Specifically, this study includes three independent variables: (a) race,
(b) years of teaching, and (c) knowledge of differentiated instructional practices, and one
dependent variable, which is effective teaching using the CRTPS. The number of cells in
this ANOVA is 5 x 4 x 2 = 40. Creswell (2013) notes that factors for the number of levels
are used to determine the number of groups participating in the study. Factorial ANOVA
is used to compare the mean difference between and within groups to understand the
comparison with each of the four factors and between each of the four factors. Data was
examined to determine if there is significance between factors. The assumptions for an
ANOVA are normality, homogeneity of variance, random sampling, and independence
when analyzing results (Osborne, 2013).
This quantitative analysis tests the null hypothesis to determine if the null is
accepted or rejected. A null hypothesis indicates there is no statistical difference between
the independent variables on the dependent variable (Creswell & Creswell, 2018). In this
study, there are three different null hypotheses examining three different relationships
and their effects on the educational experience of Black boys with disabilities. The first
null hypothesis examines demonstrates no mean difference between race and teachers
who enacted culturally responsive teaching. The second null hypothesis indicates no
mean difference between years of teaching and teachers who enacted culturally
responsive teaching. The third null hypothesis states no mean difference between
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teachers’ understanding of DI and teachers enacting culturally responsive teaching. A
critical element in determining if factorial ANOVA are statistically significant is the
degree of freedom (df). The degree of freedom is determined by subtracting 1 from the
number of multiplied levels (Furlong et al., 2000). The Critical Values for the F
Distribution (ANOVA) can be found in Appendix H.
Frequency Distribution. Finally, a frequency distribution examines which
culturally responsive practices teachers reported using in their daily practice. These
frequencies are displayed in a chart with the name of the instructional practice identified
by respondents. The instructional practices are listed in the chart and coupled with the
corresponding culturally responsive teaching tenets outlined in Gay’s (2000b) work.
Phase 2: Qualitative Analysis
In the qualitative phase, data are collected through face-to-face interviews, field
notes, video recordings, and transcriptions. One-on-one interviews are selected rather
than focus groups to allow participants to share their own thoughts without the influence
of information shared by other participants. An additional interview was not deemed
necessary. All participants are administered the same initial questions. Supporting
questions are asked, allowing respondents to expand upon their responses. Miles et al.
(2019) and Rossman and Rallis (2017) suggest that questions be asked when determined
necessary to explore the participants’ responses deeply. Based on the recommendations
of Rossman and Rallis (2017), interview protocols are used to create a comfortable, nonjudgmental environment. Participants are assured of confidentiality and that their names
or identifying information are not used in the final write-up of the data. Participants are
advised that sessions are video recorded to help the researcher gain an accurate and

89

complete collection of responses. The stipend is provided to participants at the end of the
interview after participants acknowledged the written consent form. The stipend is sent to
participants through Venmo, CashApp, or Zelle, whichever method participants
identified.
Transcriptions. Data collected from interviews and field notes helped to describe
and evaluate differing perceptions among participants and how participants made
meaning of their education, their experiences, and their ability to effectively teach Black
boys with disabilities. The researcher has all recordings professionally transcribed.
Transcripts are provided to participants to validate the accuracy of the information.
Member validation is an essential and critical step for creating trustworthiness and
verifying the accuracy of information. Nowell et al. (2017) note that rigorous thematic
analyses could generate insightful, trustworthy findings. Transcriptions are coded using a
six-step thematic coding process (see Maxwell, 2013; Rossman & Rallis, 2017). The six
steps used are:
1. Familiarization,
2. Coding,
3. Generating categories,
4. Combining and/or reducing categories,
5. Defining and naming themes, and
6. Writing up the analysis (Nowell et al., 2017).
Two-Cycle Coding. Data are examined using two cycles of coding. Information
regarding themes is combined and reduced as necessary. During familiarization, the
researcher became intimate with and knowledgeable of the findings (Nowell et al., 2017).
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During the coding step, the researcher read through the transcripts, highlights text, and
identifies similar themes (Nowell et al., 2017). When generating themes, the researcher
examines the highlighted text and similar key phrases, identifies common patterns, and
develops themes by combining sections. While reviewing themes, the researcher reviews
and highlight themes to determine if they are appropriately identified and labeled
according to what is relevant and useful for the study. During the defining and naming of
themes, the researcher creates a succinct and final list of themes key words. During the
last step, write-up, the researcher provides an introduction, discusses the process, shares
the themes, identifies, shares, and discusses the interview questions along with the
findings of the study (Nowell et al., 2017). Miles et al. (2019) note that thematic coding
is appropriate for data involving multiple participants and a semi-structured process.
Missing Data
Data can be missing from any of the collection methods, including the survey
(quantitative), recorded interviews (qualitative), and the fieldnotes (qualitative), and
some data may not be analyzed. Data cleaning techniques are used to promote the
accuracy of findings and results. Moreover, how the missing data are handled depends on
the reason or patterns for the missing data and the participants’ availability for follow-up
information (Creswell, 2013). For data missing from the survey, the researcher
determines how the missing data impacts the results of the study. The researcher analyzes
the missing data for patterns to determine if the data are missing completely at random,
missing at random, or missing not at random. Osborne (2013) suggests that each reason
for missing data is handled differently, and each can have a different impact on the data
being analyzed. Data are excluded for people who do not meet participation criteria.
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In the quantitative data collection process, the best-case scenario for missing data
is missing completely at random, indicating that there are no patterns in why the data is
missing. In this case, if data are missing completely at random, the researcher moves
forward without this information and includes other responses to questions answered by
participants in the survey. However, if there is a pattern in the missing data or if the data
are missing, not at random, the researcher used listwise deletion. This process is used if
essential questions were not answered that provided meaningful data for the survey and if
there was no way to replace the data. In this study, there is no way to replace the data, as
participant information or emails are not collected. This process is used if there are
missing data from the survey portion of the study. The Culturally Responsive Teacher
Preparedness Scale (Hsiao, 2015) guards against the likelihood of significant missing
data by asking questions in multiple ways. Supplemental survey questions, on the
contrary, affect the study if significant questions are not answered. The supplemental
survey questions specifically address Black boys’ teaching and learning experiences with
disability and specific tenets of DisCrit. Therefore, essential supplemental questions must
be answered to make meaning of the survey. These questions were 11, 12, 15, and 16.
These questions are significant because they focused on the premise of why this study
was designed. For example, Question 15 states Develop and maintain positive,
meaningful, caring, and trusting relationships with students. If Questions 11, 12, 15, or
16 are not answered, there will be no way to determine whether the element of warm
demander was met.
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Handling Missing Data
If there is missing data at random or missing data not at random, the listwise
deletion process was used. The researcher determines that this process is used because
the absence of the missing data could skew the study’s results and findings due to its
impact on the independent and dependent variables (see Osborne, 2013). Listwise
deletion is used sporadically and only in extreme cases where there are patterns of
missing data. This method has the potential to impact the power in cases where essential
supplement questions are not answered. This process is cautiously used because when
data is cleaned by removing participants, there is a potential to decrease the study’s
power by reducing the sample size. Too small of a sample size negatively impacts the
statistical significance of the study (Osborne, 2013).
Another available method for the recovery of missing data is to contact
participants (Osborne, 2013). This data cleaning method is only available for respondents
who participated in the qualitative phase because participants involved in the quantitative
phase did not provide their contact information.
Ethical Considerations
This study underwent Individual Review Board (IRB) approval, even though
participants do not fall under a protected category. Before participation in the study, the
participants provide written and verbal consent before the assessment begins. Before
completing the survey, participants read and acknowledged the informed consent before
moving forward into the study. Participants are also required to provide verbal and
written informed consent during the qualitative phase of the research project. Participants
signed an acknowledgment to participate in the study and verbally consent at the
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beginning of the interview process. The verbal consent is recorded. Participants are
informed of their right to end the study at any point during the survey or interview. If an
interview participant wishes to end the study at any point, they verbally advise the
researcher or send a signed revocation letter. Verbal revocation requests result in the
researcher asking participants to sign a revocation form. Participants are not asked or
required to justify their reason for discontinuing participation in the study. If a participant
in the qualitative phase drops out of the study, they no longer qualify for the $50 stipend.
If a participant no longer wishes to continue in the study, the researcher replaces the
participant for the interview portion of the study by contacting and selecting another
early-career educator from the list of qualified participants.
The researcher seeks to create an interview environment where risks were
minimized and to establish a comfortable, non-judgmental, safe place where participants
could be their authentic selves. The researcher refrains from sharing comments that might
led or guide participants to provide politically and socially correct responses or responses
that support the researcher’s positionality. If participants have questions about, wish to
elaborate, or disapprove of the transcription or interpretation, they have the option to
meet again for a follow-up interview with the researcher. The follow-up interview covers
areas in which the participant questions or areas needing additional clarification. Both the
participant and the researcher can request a follow-up interview.
The researcher guards against, is aware of, and acknowledges her positionality
regarding the study during the interview. Researcher bias is examined to control and
address reflexivity and create trustworthiness. Data during the first phase is investigated
for tendencies and evaluated for validity and reliability (Hsiao, 2015). The researcher
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made every effort to be aware of and acknowledge any conflicts of interest. As such, the
researcher did not interview anyone with whom the researcher had a family or intimate
connection. Finally, the researcher acknowledges perspectives of herself that might
influence the study in any way. Personal and professional experience impact the
researcher’s thoughts and beliefs regarding how Black boys with disabilities should be
taught. The researcher has worked for over 25 years with this population and has
identified this as her life’s work. Additionally, the researcher has a son, niece, and
nephew identified with a disability. As such, the researcher is passionate and an advocate
for Black boys with disabilities. It is the researcher’s positionality that these students be
educated, empowered, and centered in the learning process. Moreover, teachers should
take into consideration the social, emotional, and academic needs of these students.
Parents should be partners in the educational process, and curricula should be designed
and implemented to incorporate the students’ culture, background, and ethnicity.
Instructional strategies deemed effective, evidence-based, and best practices methods
should be implemented when educating this population. A tested survey scale is used for
validity to guard against the researcher’s bias and positionality, and questions are not
deviated from how they are written or intended to be used. Supplemental survey
questions and interview questions are provided to outside raters to ensure that the items
are written objectively and not written in a manner leading the participants to a specific
answer. In addition, questions, and phrases such as “tell me more” and “could you
explain that further?” are used for a deeper probing of information. Finally, the
researcher reviews the video recording to identify any questions where there is a
positionality conflict. No follow-up interviews with participants are needed.
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The researcher includes a section in the study that shares the researcher’s
standpoint, positionality, ontology, and epistemology. The researcher provides a
reflective area to the survey to share her experiences as K-8 teacher, administrator, and
district-level personnel as it aligns with the results and findings.
Assumptions, Delimitations, and Limitations
The researcher assumes that teachers are willing to discuss their experiences
regarding their teacher preparation programs openly and that they were aware of their
perceptions of teaching Black boys with disabilities. Another assumption is that teachers
participating in this study agreed that it is crucial to understand and apply students’
culture to lessons during teaching, even if they do not fully understand how to meet this
goal. Lastly, the researcher assumes that all participants involved in the interview feel
safe discussing their experiences openly, authentically, and willingly.
One limitation of the study is the small sample size for the quantitative phase. A
small sample size might result in the research being underpowered or not generalizable
(Creswell & Creswell, 2005). Another limitation of quantitative surveys is that questions
are grounded in numerical data that did not allow the researcher to capture emotional,
behavioral, and social interactional responses (Queirós et al., 2017). The researcher is
unable to get the desired number of participants for the quantitative or qualitative phase
of the study. Initially, the researcher aimed for 130 participants in the quantitative phase
and eight to 10 participants in the qualitative phase. However, care was taken to select
participants for the in-depth interview who do not have a known bias (Creswell &
Creswell, 2018; Queirós et al., 2017).
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There are limitations to face-to-face access for interviews due to the COVID-19
pandemic and social distancing restrictions. Conducting virtual interviews has the
potential to impede or hinder a safe and comfortable interview environment. Finally, a
limitation is that the researcher is unable to gain access to teachers during school hours
for the desired length of time needed for the study. Moreover, results from interviews are
not generalizable. Interviews take a great deal of time, including creating the questions,
meeting with participants, following up with participants when necessary, and coding and
analyzing the data (Queirós et al., 2017).
A delimitation of the study is the size of the qualitative research. The study had
fewer participants than intended. The researcher also must determine participants’
availability and the operational times for schools. The researcher considered how
teachers’ workdays, holidays, school breaks, conferences, and school or district-wide
testing impact the process and how this is handled to schedule interviews. Another
consideration was that interviews would be scheduled during teacher planning, before
school, or after school. This is easier to manage due to the use of technology and virtual
interviews. Interviews are held in the privacy and safety of participants’ own homes,
along with interview times that worked best for participants’ schedules.
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Chapter 4-1
Data Analysis and Results
This chapter of this explanatory sequential mixed methods research study
provides an examination and analysis of the results from the 38-question online survey.
This survey aligns with the 14 questions used during one-on-one interviews. Four
theoretical frameworks, Culturally Responsive Teaching (Gay, 2002a, 2002b),
Differentiated Instruction (Tomlinson, 2017), Ethic of Care (Noddings, 2005, 2013), and
Disability Studies and Critical Race Theory (Annamma, Connor, & Ferri, 2013)
underpins this study and examine the preparedness of general education teachers
instructing Black boys with a disability. These students are placed in general education
classrooms in highly impacted rural or urban schools. Specifically, the voices of earlycareer teachers (ECT) are illuminated and centered on findings. They share how they
make meaning of experiences and perceptions by teaching this population. Early-career
teachers also share their strengths, challenges, and perceptions about their educational
training for teaching Black boys with disabilities and what they wish they knew prior to
their first year of employment.
Data Cleaning
Analysis of the data began with a review of the results from the Culturally
Responsive Teacher Preparedness Scale (CRTPS). Questions are disseminated through
social media, professional groups, and personal networks, and raw data are stored in
Qualtrics. The file of the sample participant is removed from the dataset. Data are
exported to an Excel file and cleaned. Initially, there are 138 participant files excluding
the sample file before data are cleaned. After cleaning, there are 116 usable files.
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Data are cleaned using recommendations from Osborne (2013). Files are
highlighted using a color-coding system and are sorted according to the percentage of
data completed. Files with 95% or greater data completion are coded green. These files
have 42 or more questions answered and no more than two questions missing. Files with
data completion of 85%–94% are coded blue. These files have at least 38 questions
answered and no more than six missing questions per participant. Files with 75%–84%
are coded yellow and have at least 33 questions answered with no more than 11 missing
questions per participant. Participants with 65%–74% of the questions answered are
coded red and include at least 29 questions answered with no more than 15 questions left
unanswered. The minimum cutoff range is 65%. Files below the cutoff are listwise
deleted, and the entire file is eliminated. Twenty-two out of 138 files (15.9%) are missing
at complete random, and these files are deleted.
The researcher observes that, in files with at least 65% completion rates,
participants had fully completed the demographic section and the CRTPS. Substitution is
used in 6% (seven out of 116) of files cleaned. No more than 6% of data are cleaned in
this manner to maintain statistical integrity and to prevent data from being biased. Data
substitution impacts questions TE 12, TE 15, and TE 16, which are Yes/No closed-ended
questions. Supporting documentation of previously answered questions assist in decisions
made about substitutions. Questions left unanswered with no supporting document
related to previously answered questions defaulted to No. For example, TE 16 asks, “Do
you believe that you incorporate inclusive educational practices to include Black boys
with disabilities?” and TE 17 is a follow-up question that asks participants to share
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strategies used. If participants do not provide any strategies, the substitution is No.
However, if they do provide strategies, the substitution used is Yes.
Descriptive Statistics
Descriptive analyses are run using SPSS on data collected from the 116
participants. Demographic data includes race, gender, teaching experience, school type,
and education level. Results of descriptive data indicate approximately 2.75 times more
Black respondents (n = 82) than White respondents (n = 30). There are two respondents
(1.7%, n = 2) of Hispanic descent and one respondent (.9%, n = 1) of Native American
descent. Female respondents (n = 91) participate in the study four times more than male
respondents (n = 23). Two respondents identify as non-binary. When comparing
advanced career teachers (12 or more years) to early-career teachers (0-3 years),
advanced career teachers participate in the study four times more than early-career
teachers. Most participants report having at least a master’s degree. See Figure 4.1. Only
32 (27.6%) of participants report having a bachelor’s degree. The population with a
bachelor’s degree is also the pool from which early-career teachers are recruited to
participate in the second phase of the study.
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Figure 4.1
Degree Level of Participants

Analysis: Research Question 1
1. What relation, if any, is identified when comparing the following variables,
race, education level, and understanding of DI when examining K-8 general
education teachers’ ability to dismantle and deconstruct hegemonic practices
when teaching Black boys with a disability?
Question 1 examines general education teachers’ perception of how they rate
their ability to break down and dismantle barriers involving race and ability within
education negatively impacting Black boys labeled with a disability. This question is
analyzed using Chi-Square. The researcher wants to determine if there is any statistically
significant relationship between race, years of teaching, or educational level when
examining whether or not teaching practices used dismantle hegemonic educational
practices in this population. There are three null hypotheses. The first null hypothesis
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states that race and teaching practices are independent of each other, and there are no
associations. The second null hypothesis is that years of teaching experience and teaching
practices are independent of each other, and there are no associations. The third null
hypothesis is that educational level and teaching practices are independent of each other,
and there are no associations.
Results of Null Hypothesis 1A
The first null hypothesis states that race and teaching practices are independent of
each other, and there are no associations. A Chi-square test of independence is performed
to examine and note the relation and effect size when comparing race and the use of
teaching strategies to disrupt or dismantle hegemonic practices within education. The
relation between the values is not significant, χ² (4, N=116) = 2.740, p= .602, and the null
hypothesis is accepted. The expected count and the observed count are also examined.
The results support the null hypothesis being accepted. Phi and Cramer’s V show a small
effect size of .154. Table 4.1 provides a crosstabulation of the two variables, race and
teaching practices. The table shows how many participants are in each category, the
percentage of participants, and a comparison of the two variables. Results indicate race
has no influence on teaching practices. Chi-square has a minimum expectation of five
data points per cell. Three cells in this analysis, American Indian (Native American) or
Alaska Native, Hispanic, and Other, do not have five data points, meaning the results of
this analysis must be taken with caution due to a violated assumption.
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Table 4.1
Comparing Race and Teaching Practices

Results of Null Hypothesis 1B
The second null hypothesis is that years of teaching experience and teaching
practices are independent of each other, and there are no associations. A Chi-square test
of independence is performed to examine and note the relation and effect size between
years of teaching experience and the use of teaching strategies to disrupt or dismantle
hegemonic practices within education. The relation between the values is not statistically
significant, χ² (3, N = 116) = 1.073, p = .784 and the null hypothesis is accepted. The
expected count and the observed count are examined, and the results support the null
hypothesis being accepted. Phi and Cramer’s V show a small effect size of .096. Table
4.2 provides a crosstabulation of the two variables, years of experience, and teaching
practices to dismantle. Details include how many participants were in each category, the
percentage of participants, and a comparison of the two variables. In this study, years of
teaching experience appear to have no significant impact on teaching practices. Chisquare has a minimum expectation of five data points per cell. One cell in the
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crosstabulation table does not have five data points, meaning the results of this analysis
must be taken with caution due to a violated assumption.

Table 4.2
Comparison: Years of Teaching and Teaching Practices

Results of Null Hypothesis 1C
The third null hypothesis is that education level and teaching practices are
independent of each other, and there are no associations. A Chi-square test of
independence is performed to examine and note the relation between educational level
and the use of teaching strategies to disrupt or dismantle hegemonic practices within
education. The relation between the values is not statistically significant, χ² (3, N = 116)
= 2.488, p = .477 and the null hypothesis is accepted. The expected count and the
observed count support the results of the null hypothesis being accepted. Phi and
Cramer’s V show a small effect size of .146. Table 4.3 provides a crosstabulation of the
two variables, years of experience, and teaching practices to dismantle. The table details
how many participants are in each category, the percentage of participants, and a
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comparison of the two variables. These results indicate education level does not have a
significant impact on teaching practices. Chi-square has a minimum expectation of five
data points per cell. Two cells in the crosstabulation table do not have five data points,
meaning the results of this analysis must be taken with caution due to a violated
assumption.

Table 4.3
Comparison: Educational Level and Teaching Practices

Analysis: Research Question 2
2. What tenets of Culturally Responsive Teaching (CRT) and Differentiated
Instruction (DI) are being used most frequently by K-8 general education
teachers in highly impacted urban or rural schools when teaching Black boys
with a disability?
Question 2 examines instructional practices of Culturally Responsive Teaching
and Differentiated Instruction that K-8 general education teachers report using most often
when teaching Black boys with a disability. A factorial analysis of variance (ANOVA)
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test is run to determine if there is any mean group difference between variables. The
researcher investigates whether a teacher’s race, years of teaching or knowledge of
Differentiated Instruction has a statistically significant impact on culturally responsive
teaching practices. Three null hypotheses are identified, tested, and further discussed.
The first null hypothesis compares race and the CRTPS. The second null hypothesis
compares years of teaching and the CRTPS. The third null hypothesis compares an
understanding of DI and the CRTPS. Data are displayed using a frequency chart of
instructional practices respondents report using. These instructional strategies are
examined using CRT tenets to determine which tenet is used most often among
respondents and which instructional practices are identified to be more commonly used.
Results of Null Hypothesis
The first null hypothesis states there is no mean difference between race and
teachers enacting culturally responsive teaching. The second null hypothesis is there is no
mean difference between years of teaching and teachers enacting culturally responsive
teaching. The third null hypothesis is that there is no mean difference between teachers’
understanding of DI and teachers enacting culturally responsive teaching.
Analysis: A factorial (Two-way) ANOVA is run to determine if there are any
mean group differences between the variables. The independent variables are race, years
of teaching, and understanding of DI. The dependent variable is teaching effectiveness
using the Culturally Responsive Teacher Preparedness Scale (Hsiao, 2015). Assumptions
are tested. The first assumption is there are equal variances. If Levine’s test is statistically
significant and has a value of less than .05, then there are no equal variances. If the level
of significance is above .05, then equal variances are present, and the assumption is met.
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In this study, the significance level for Levine is .152, and the assumption of equal
variances is met.
Next, statistical significance is determined among factors or groups. Race by
itself does not have a statistically significant level of effect on culturally responsive
teaching effectiveness; therefore, a failure of the rejection of the null hypothesis occurs.
Years of teaching are then examined regarding the statistical significance level. Years of
teaching alone does not have a statistically significant effect on culturally responsive
teaching effectiveness; therefore, a failure of the rejection of the null hypothesis occurs.
Understanding Differentiated Instruction (DI) is then examined singularly to determine
the statistical significance level. Understanding DI does have a statistically significant
effect on culturally responsive teaching effectiveness; therefore, the null hypothesis is
rejected. The interactions between groups are also examined. The interaction effect of
race and years of teaching does not have any significant impact on culturally responsive
teaching effectiveness; therefore, a failure to reject the null hypothesis occurs. The
interaction between race and knowledge of DI does not have a statistically significant
impact on culturally responsive teaching effectiveness; therefore, a failure to reject the
null hypothesis occurs. The interaction between years of teaching and knowledge of DI
does not have a statistically significant impact on culturally responsive teaching
effectiveness; therefore, a failure to reject the null hypothesis occurs. Lastly, I examine
the interaction between race, years of teaching, and knowledge of DI on culturally
responsive teaching effectiveness. There is not a statistically significant impact between
these variables and culturally responsive teaching effectiveness; therefore, a failure to
reject the null hypothesis occurs. In this study, no unique combination of the interactions
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between factors and culturally responsive teaching exists that demonstrates a significant
impact. No post hoc analysis is reported as there is not a statically significant impact
between groups. See Table 4.4 for the test of effectiveness.

Table 4.4
Teacher Effectiveness Using CRTPS

A 5x4x2 factorial ANOVA was conducted to examine and compare culturally
responsive teaching effectiveness between race (Black, White, Native American,
Hispanic descent, and other), years of teaching experience (0–3 years, 4–7 years, 8–11
years, and 12 or more years), and knowledge of Differentiated Instruction (yes or no).
Next, a check of the assumption of normality using skewness and kurtosis occurred. The
assumption of normality was found to be within range. Levine’s test is used to check for
homogeneity of variance. The test result indicates there is equal variance, and the
assumption is met (p =.152). There is a statistically significant main effect of knowledge
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of Differentiated Instruction F(2, 11.117)= 5.767, p < .001. Considering the main effect,
knowledge of Differentiated Instruction was partial eta-squared = 0.193, indicating that
19.3% of the variance in culturally responsive teaching effectiveness is explained by
knowledge of Differentiated Instruction. An examination of the power for knowledge of
Differentiated Instruction suggests the power assumption was indeed met (1-β = .990).
Any power reported over .80 indicates a large power significance. The sample size for
this study is (n = 116). Based on the results of this main effect on knowledge of
Differentiated Instruction, there is both a practical and statistical significance on
culturally responsive teaching effectiveness.
Results of Research Question 2
The researcher examines participants’ responses regarding instructional practices
identified as culturally responsive teaching competencies. The number of respondents
participating in this question is n = 100. Specific areas identified as essential in
developing culturally responsive instruction when working with and teaching Black boys
with disabilities are:
1. Communicate high expectations,
2. Provide direct language,
3. Active learning opportunities,
4. Identify and nurture students’ strengths,
5. Use of culturally and linguistically diverse teaching strategies,
6. Student-teacher relationship,
7. Supportive learning environment, and
8. Small group (Ladson-Billings, 1994).
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Strategies used by participants are sorted by competencies. Of the strategies listed, more
participants report using group work 12%, direct language 12%, scaffolding 6%,
differentiated instruction 5%, and collaborative learning 5%. Seven items listed by
respondents, ReadWorks, IXL, Counseling, Flip Grid, Read Aloud, Text to Speech, and
Wilson Reading Programs, were omitted from the list, as these are programs or software
and not specific strategies. Table 4.5 shows all responses and the frequency of each
response.
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Table 4.5
Competencies of CRT and Instructional Practices

Communicate
High
Expectations

Active
Learning
Methods

Students’
Strengths
Identified &
Nurtured

Inclusion of
Diversity

Student
Teacher
Relationship

Supportive
Learning
Environment

Small Groups

Moving (4)

Create
Opportunity for
Success (3)

Culturally
Relevant
Materials (3)

Build
Confidence (3)

Scaffolding (6)

Group Work (12)

Conferences (2)

Music (4)

Asset Mindset
(1)

Equity in
Voice (1)

Get to Know
Their
Interests (2)

DI (5)

Collaborative
Work (5)

Restorative
Justice (1)

Hands-on
Learning (3)

Mentoring (1)

Cultural
Sensitivity (1)

Affirm (2)

Gradual
Release (4)

Peer
Learning (2)

Give
Responsibility
(1)

Games (3)

Choice (1)

Inclusive
Themes (1)

Build
Rapport and
Trust (1)

Chunking (3)

Academic
Teaming (1)

Establish
Routines (1)

White Boards (3)

Praise (1)

Personalized
Learning (2)

Pairing (1)

Projects (1)

Support Network
Modeling (1)
(1)

Centers (1)

Direct Language
(12)
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Communicate
High
Expectations

Active
Learning
Methods

Students’
Strengths
Identified &
Nurtured

Inclusion of
Diversity

Student
Teacher
Relationship

Supportive
Learning
Environment
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Share Out
Responses (1)

Videos (1)

Interactive
Lesson (1)

Guided Notes (1)

Questions (1)

Highlight
Key Words (1)

Think-pair-share
(1)

Foldables (1)

Turn & Talk (1)

Writing Supports
(1)

Interactive
Notebook (1)
Choral Response
(1)
Note. Numbers in parentheses beside the strategy indicate participants who report using the strategy.

Small Groups
Literature
Circles (1)

Quantitative Research Question 3
3. What courses, if any, do K-8 general education teachers report taking that
address teaching Black boys labeled with a disability? Are there any
meaningful subgroup differences?
The last quantitative question explores which courses general education teachers
completed during their educator preparation program they found better prepared them to
teach Black boys with a disability. More specifically, which courses did general
education teachers report as being helpful when addressing the intersections of race and
ability? This question is examined using a Disability Studies and Critical Race Theory
lens (DisCrit). It is interesting to note only eight participants out of 116 (6.9%) answered
question TE 9. TE 9 asks, “What are the 2 most helpful courses that prepare you to teach
Black boys with a disability?” Of the eight out of 116 participants who answered this
question, only four courses identified had possible content connections regarding the
intersection of race and ability to help prepare teachers to educate Black boys with
disabilities. The absence of responses to this question leads the researcher to hypothesize
the participants in this study do not have courses that specifically prepare them to educate
Black boys labeled with a disability in a general education classroom or that they do not
remember taking courses during their teacher education training. Courses that
respondents identified are Special Education, Disability in the Classroom, Differentiated
Instruction, and Culturally Competent Teaching. A listing of courses reported by
respondents is found in Table 4.6.
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Table 4.6
Courses Preparing Educators to Teach Black Boys With Disabilities
Participant

Course(s)

One

Disability in the Classroom

Two

Music and English

Three

Diversity Training and Special Ed

Four

Differentiated Instruction and Culturally Competent Teaching

Five

I don’t know

Six

SPED Classes

Seven

To protect themselves, To Change yourself

Eight

Early & accurate identification of disability and provide highquality guidance to ensure ambitious IEP goals are achieved
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Chapter 4-2
Data Analysis and Findings
Phase 2: Qualitative Phase
The second phase of this mixed method study is the qualitative phase. As
previously noted, seven respondents participated in the one-on-one interviews. The
videos are transcribed, and participants member-checked the transcriptions for accuracy
as recommended by Rossman and Rallis (2017) and Miles et al. (2019). Participants
noted no changes. All interviews are coded for common categories and themes. Initially,
20 categories are noted: perception, affirmation, culture, advocacy, activism, selfreflection, empowerment, engagement, self-awareness, goal setting, expectations, warm
demander, student-teacher relationship, organization/structures, parent/community
connections, social emotional learning, direct language, behavior/classroom management,
feelings of preparedness, and deficit language. Categories are placed in a table along with
the page associated with the transcript where the data are identified to assist with
identifying commonalities and frequencies. Charting this information according to
frequency prevalence assists with identifying categories and themes and is helpful in
determining how data are used, combined, synthesized, analyzed, or eliminated. If
categories manifested in at least five out of the seven participants (71%), they were
clustered together to create themes. Goal setting, engagement, and deficit language are
eliminated categories because of the low number of occurrences noted. Transcripts are
read a second time, and data are re-coded, renamed, and some categories are combined.
Advocacy and activism are combined, reducing categories to 17. Categories are then
regrouped, clustered, renamed, and color-coded down to seven themes. The final themes
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are Supportive Relationships Warm Demander, Student-Teacher Relationship, and
Parent-Community Connections, Self-Awareness/Self Reflection, Welcoming and
Engaging Learning Environment: Affirmation, Empowerment, High Expectations, Direct
Language and Culture, Class Structure and Management: Structure, Organization,
Behavior, and Classroom Management, Thoughts of Effectiveness: Perceptions, and
Preparedness, Social Emotional Learning, Elements of DisCrit, Activism, and Advocacy.
Of these, three grand themes are discussed: (a) thoughts of effectiveness, (b) supportive
relationships, and (c) a welcoming and engaging learning environment.
Qualitative research questions are placed in the chart, and specific anecdotal
statements and quotes supporting the research questions are included. Of the seven
themes that were clustered, three grand themes are noted as most relevant and aligned to
the research questions presented in this study. Transcripts are read for the third time, and
subthemes are noted. Refer to Table 4.7 for a breakdown of themes and subthemes.

Table 4.7
Themes
Themes

Subthemes

Thoughts of Effectiveness

Feelings of Abandonment Fighting
to Survive

Supportive Relationships

Big Mama
Auntie

Welcoming and Engaging Learning Environments

Black Boys Lives Matters
What My EPP Taught Me
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Observation of Participants
This section provides analyses and discussions of observations of participants
involved in the qualitative phase of this research. It differs from the Participants section
in chapter three as this data in Chapter 4 highlights observations and findings made
during interviews and provides a rich, thick description (Miles et al., 2019). Data are
placed here to help readers become familiar with respondents, know about their unique
characteristics, and gain a sense of who they are prior to the presentation of the
participants’ anecdotal information and shared experiences. Data about the observation of
participants serves to help frame an understanding of their responses during analysis.
Angela
Angela is a Black female who taught 6th-grade English. The school where she
teaches is located in rural Southeast Georgia. Of the seven participants, Angela was the
most talkative. She has been teaching for 2 years and worked as a teacher’s assistant in a
special education classroom prior to transitioning to the teacher of record. Angela
expresses “falling into teaching.” She shares she was a manager at a local retail store and
was introduced to teaching while working on her bachelor’s degree. Her first interaction
with teaching was when she volunteered as a reading tutor at a middle school. She
explains that this began her thinking about teaching but said to herself, “Nah, I’m not
doing this, uh-uh, Lord, you can’t make me. No, ‘cause if these kids start smarting off,
and popping their neck, now, you know, I’m going to lose my job.” Angela states she
later worked for a daycare where several of the students had disabilities and realized
“maybe this might not be so bad after all.” Angela requested to start as a paraprofessional
because she wanted to experience being in schools without being the lead teacher.
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Andrew
Andrew is a Black male who teaches in central South Carolina in an urban
2nd/3rd-grade multilevel classroom. He has been teaching for one year. Andrew is the
least talkative participant, and the researcher found this to be the most challenging
interview because of the short responses. Even when asking for further elaboration, his
responses were quite brief, often consisting of a few words. When analyzing the
responses, the researcher notes her own bias as she expected that Andrew would
articulate a stronger, deeper connection to the Black boys he was teaching. However, this
was not evident in his responses. Andrew worked as a special education assistant prior to
entering teaching. When asked about his reasoning for becoming a teacher, he shares, “I
always liked working with students. I liked the aspect of special needs students, and I
have a heart for ‘em, and I—from personal experience.” Andrew also shares he wanted to
have “a lasting impact” on students.
Catherine
Catherine is a White female teaching 5th grade in an urban elementary school in
central North Carolina. She has been teaching for one and one-half years after graduating
from a nearby local university. Catherine states she temporarily worked in a 3rd grade for
half a year after graduation to fill a spot for a teacher on leave. She then transitioned to
her current position as a fifth-grade teacher. Before getting her degree in teaching,
Catherine shared that she was a behavioral health specialist in the military. She went into
teaching because she wants to help people but did not want to do something that was “as
heavy as therapy and trauma work with adults.” Catherine stated for many to whom she
provided therapy in the military expressed having negative elementary experiences or

118

traumatic schooling experiences during their childhood. Catherine articulates the
importance she places on her students, seeing authors who represent, and look like them.
She expresses seeking out culturally relevant materials and strategies and finding
opportunities to embed this information into her lessons: “we have a prescribed
curriculum, so there’s not a lot of areas to push in culturally responsive teaching,” but “I
will pull articles and I will pull like small mini lessons. I will pull something in that I
know … it will impact them.” Catherine reports pulling resources from Black women and
authors of Hispanic descent because it aligns with the demographics of students she
teaches. Her school is 80% Black, 16% Hispanic, 3% White, and 1% other races.
Catherine shares, “I used those instead of what the curriculum provided so that my kids
could experience like that kind of poetry before we go in and do Emily Dickinson, who
was White as snow.” Catherine is also the most self-reflective teacher of all of the
respondents. She is keenly aware of her positionality and how she showed up to her
students and in her class. Catherine takes strides to be aware and mindful of how her own
experiences impact on her and manifest in the students she is teaching. Catherine’s selfawareness and self-reflection help her realize she needs to gain additional training,
resources, and understanding beyond her experiences during her educator preparation
program to effectively teach students whose experiences are so different from her own.
She is mindful of the implications of not being astute about these experiences.
Susan
Susan is a White female who teaches 2nd grade in southern New Jersey. She
works in a school district located in a rural area. Susan has been teaching for 2 years. She
is the most reserved of all participants. Susan appears to be very careful with her wording
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and how she frames her statements. For example, this is how she responded when I asked
her how things were going this year. “Good? It’s, it’s good. It’s a lot this year, the kids
are. The standards haven’t changed, but the kids are, they are just a little bit behind where
they should be, so.” Susan appeared to want to say more but held back. This is just one
example of how she was reserved in her responses. She also showed signs of discomfort
with certain questions and discussions regarding race, as evidenced by her shifting
nervously in her seat, fidgeting with her hands, and rarely using the word Black when
talking about Black students. In fact, when she says Black, it is almost in a whispering
voice. Susan expresses an awareness of the importance of culture being incorporated into
the lesson but did not demonstrate an understanding or an in-depth knowledge of how to
incorporate or embed culture into daily teaching. Susan aligns the discussion of culture
with traditions, flags, and holidays. She shares,
We do an entire unit about traditions and cultures, and the kids are able to fill out
like their heritage, like their flags, their traditions that they do with their families
at home. We do family trees, and then we teach about all of the holidays around
the world. And we include Black History Month, we do Latino and Spanish
Heritage month, so, and I’m always bringing in books and characters that look
similar to students who aren’t White.
Susan’s statements demonstrate a desire to save students who are less fortunate. She
became a teacher because she was a student with a disability who struggled in school but
had a wonderful teacher to help her exit special education programs. She shares, “I want
to be that for children.”
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Tasha
Tasha is a Black female who has been teaching for 4 months. She teaches 6thgrade Science in a rural district in southern North Carolina. Of the participants in this
study, she is the newest teacher in the field and has the least teaching experience. Tasha
openly and honestly shares her experiences and challenges as a new teacher. She
expresses a desire to better understand Black males and their mindset about certain
things. For example, Tasha states,
This may be weird, but I want to know how their brain operates. Like how Black
males think, and where does some of this stuff come from? Just teach me how
they think, they operate, like, why do they need this attention so much?
Tasha teaches in the same district where she went to school. She was a Behavior Support
Specialist before becoming the teacher of record. Tasha feels her presence is needed in
the classroom due to the low graduation rates of Black students in this county. She
believes Black teachers in her school have a greater impact and influence on Black
students. For example, Tasha states,
I felt my presence was needed inside of the classroom. Looking at some to the
teachers, honestly, can I be honest? I feel that African American teachers was
reaching our African American students better and as an African American
woman, I feel as though I was needed, to be there, to get that connection, to help
students graduate. I figured, you know what, let me just, let me go into the
classroom so that I can be more help, and so that’s what I did.
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Teresa
Teresa is a Black female teaching at her current school for 6 months. Her school
is in a rural school district in southeastern North Carolina. Prior to teaching, Teresa had
been a special education/exceptional children (EC) teacher’s assistant within this same
district. Teresa report working as an assistant in this district for five years. She is
currently responsible for teaching a combination 4th- and 5th-grade class in Science and
Social Studies. She reports feeling drawn to teaching and that it is something she has
always wanted to do. Of the participants interviewed, Teresa appears to have the most
knowledge about differentiated instruction and modifying instruction. However, she did
not fully realize the pedagogical language of teaching as she is employed through a
lateral entry program. As we go through the interview, I share specific academic language
about what she is discussing and ask where she gained the knowledge she currently has.
She shares, “It’s based on my own personal experience because my degree is in criminal
justice, and we didn’t do anything as far as education. It’s just what you should do to be a
good teacher.” Teresa is a lateral entry teacher and is the oldest of the participants. She
shared that she decided later in life to pursue teaching and that she had always had a heart
for teaching. Teresa demonstrates and discusses an ethic of care during much of her
interview. For example, she shares,
I was drawn to helping them, a lot of them [her students] are in some bad
situations, and I’ve dealt with a lot of children with disabilities, and I just felt like
I wanted to make an impact on them, other than just being a teacher’s assistance.
It’s a lot of them not used to seeing, I would say, seeing a Black teacher.
Someone that look[s] like them.
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Thomas
Thomas is a White male and is one of two males participating in this phase of the
study. Thomas has been teaching for one year in an urban school located in northern New
Jersey. Thomas comfortably speaks about his experience working with Black boys
identified with a disability. He openly and honestly shares these experiences, his educator
preparation training, and the need for additional guidance and support. His initial
conversation focuses on the pandemic and his concerns regarding students’ preparedness
due to the implications of the pandemic. He shares his excitement and concern for having
students back and that
they, honestly, it just like they, look like they missed a year pretty much. So just
like it’s been a challenge getting them back in and acclimated [to school]. Yeah,
No, it’s really crazy to see like how much they’ve lost. And then as a teacher,
you’re thinking you’re just dealing with a typical seventh grader when you’re
like, oh wait, no, this is actually a sixth grader [in academic development] that
I’m talking to or a fifth grader.
In his interview, Thomas expresses a need and wishes he received more concrete
examples and specific strategies for working with Black boys during his teacher educator
training. Thomas also shares he has always wanted to teach and that he came from a
family of teachers. Both his mother and sister are teachers.
The participants in this study have some common demographics and experiences.
For example, all interviewees expect two have prior experience as an assistant or
behavioral support specialist working in schools. Three of the participants have military
experience or are from a family with a military background. Three of the teachers work
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in a rural, urbanized school, and four of the teachers work in an urban school. All schools
are Title I and classify as highly impacted schools. While this section presented a thick,
rich description of the participants, their experiences, and their positionality, in the
upcoming data analysis section, a more detailed and in-depth discussion of the themes
and subthemes is provided.
How the Data Merges
In this mixed methods study, the quantitative and qualitative sections merge in
various ways continuously throughout the study. First, during Phase 1 of the study, the
results of quantitative research questions influence qualitative research questions selected
for deeper understanding and guide the formation of questions asked of participants.
Qualitative questions are nestled within the quantitative questions. Another way the study
merges is through participants. Only participants from phase one, who are completers of
the online CRTPS survey, are then eligible to participate in and can be selected for phase
two, the one-on-one interview. Finally, the study merges in how results and findings are
discussed during chapter five. The next section offers a discussion that highlights and
synthesizes specific themes and subthemes and sense-making from data shared during
these individual interviews.
Theme 1 – Thoughts of Effectiveness: Still Trying to Figure It Out
1.1.1. QUALITATIVE – What are the perceptions of early-career general education
teachers on the effectiveness of their training for teaching Black boys labeled with
a disability?
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What We Learned
Many of these teachers in the study express being left to their own devices to
figure out how best to teach Black boys with disabilities. They report experiences of
having to figure things out on their own regarding how best to teach, engage, support,
challenge, and manage behaviors of these students. Of the seven respondents, 100% of
these general education teachers expressed not feeling supported or prepared to teach
Black boys with a disability. One respondent (14.3%) reported taking classes would help
her more effectively teach this population. Two out of the seven respondents (28.6%)
indicated they had a course which somewhat prepared them. Their courses included
elements of race and disability but lacked deep discussions and also was not directly
related to race and disability. Four out of the seven respondents (57.1%) did not have any
courses with embedded elements of race and disability or specifically addressed these
constructs. Participants’ experiences manifested as either Feelings of Abandonment
and/or Fighting to Survive. Feelings of abandonment are defined as teachers who express
feeling helpless and alone through the professional preparation journey and in
experiences of teaching. These teachers report desiring more support and/or expecting a
different outcome than their current situations. Fighting to Survive is defined as teachers
who express feeling helpless and alone on the professional preparation journey and in
experiences of teaching, but indicate or demonstrate through actions or language
perseverance, resiliency, and a willingness to overcome given their current experience.
Feelings of Abandonment
Thoughts of effectiveness manifest as feelings of abandonment for most of the
White teachers compared to Black teachers irrespective of gender, age, district, or years
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of teaching. For White teachers, common responses manifest in two out of the three
respondence (66.7%) as feelings of abandonment. Below are the shared experiences of
Thomas, Susan, and Catherine, the White participants in this study whose feelings and
experiences qualify as feelings of abandonment. Some excerpts are longer to provide a
thorough and detailed account of their experiences.
Thomas: I feel like I don’t know enough about it in order to do it [effective teach
Black boys with disabilities], yeah. I think it’s just like having the support and
materials to meet the needs, I just feel like I’m already spread so thin as a firstyear teacher that I would love to do that myself [find effective teaching
strategies]. Like, I like the freedom to do what I want, but I also like the, okay,
this is the plan. Here it is for you, and like now you’re gonna do it. I definitely
like, would like a roadmap of like, here this is, this is how you do it. And I, it’s
actually been something I’ve been, I didn’t think I was going to struggle with this
year because I was very comfortable doing it [using effective teaching strategies
with these students] last year. And this year, I’ve been definitely struggling trying
to like figure it out on my own.
Susan: It’s, it’s good, it just been a lot this year, the kids are … like they are really
behind, like six months behind if not more, some of them. So, it’s been really
good, but it’s been a learning curve.
Catherine expresses both Feelings of Abandonment and a Fighting to Survive.
Her responses indicate an expectation of a different outcome, and she uses language and
demonstrates actions to indicate perseverance, resiliency, and a willingness to overcome.
In one such example, despite not having the grade level she had desired, she is committed
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to connecting with students, building a foundation, and advancing teaching and learning
for her students.
Um, I kinda just told the school I wanted upper elementary, and they just kinda
threw me in 5th grade on my own, but I mean, you know, it’s fine. When I moved
out here, it was so different. (Feelings of Abandonment) I’ll figure … I’m
figuring it out. (Fighting to Survive)
As Catherine moves beyond feelings of abandonment, she shares an activity done with
students to bring in cultural awareness, understanding, and a way to learn about her
students. This is one of several examples Catherine shares during our interview from her
work as a teacher in a highly impacted North Carolina urban elementary school.
We got to do a personal narrative on the meaning of your name, and that pulled a
lot of culture into it. A lot of kids, they’ve got stories behind their name, and I got
to learn a lot about my kids and why they have those names or if they have a
nickname at their house.
I’m from Arizona, we don’t have a lot of Black people in Arizona. I didn’t grow
up engulfed in culture that was different than mine. I lived in a middle-class,
White neighborhood with a fence and a gate. And I went to a middle-class or
upper-class high school. Totally different from the population that I’m teaching.
And I realized that I had—had my head in the snow for my whole life and that I
needed to get with the program. I needed to be open and figuring things out
because I knew that if I just went with what I knew and what I grew up doing,
that I would be doing disservice to every single student that I had that wasn’t
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White like me. And, so like I just, I’ve had to go out and find these things on my
own.
Fighting to Survive
The concept of Fighting to Survive is evident in 100% of Black participants and
one White participant in this study. These are experiences seen in participants who
demonstrate the concept of fighting to survive. Catherine’s experience is shared earlier.
Below is an account of the experiences of Tasha, Andrew, Teresa, and Angela.
Tasha: I wanted to go into teaching instead of being a teacher’s assistant because I
want to be more help. I feel like, can I be honest? I feel like we are more
nurturing our children go through more stuff than I feel like they can imagine.
And I feel like I am more forgiving of their behavior and more understanding of
their behaviors. I feel like some teachers are more equipped to write up a kid [the
first] time they do one thing versus trying to understand where that’s coming
from, like what is triggering that student. So, I’m learning to give them just
options when it comes to all their works ‘cause they’re all different.
Andrew: Just, I’m good—I’m just learning as I go, and it’s evolving. Just learning
how to reach them in a, as a group, and not as a negative light, but how to reach
them in a positive light.
Teresa: Well, yes, yes, I was drawn to helping them, a lot of them have, a lot of
them are in some bad situations and I’ve dealt with a lot of children with
disabilities, and I just felt like I wanted to make an impact on them, other than
just being a teacher’s assistant. I hope to make a good impact on my students.
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Angela: So, when you incorporate students that have disabilities, of course, that’s
a whole ‘nother level. That’s a whole ‘nother layer and you’ve got to be able to
incorporate those kids just like you—with any other kid that’s general ed and still
make them feel included. You got to kind of find out what students actually like,
what their backgrounds might be, even homelife background, and tie all of those
things all in together, which is kind of hard, but I have been able to link it.
Theme 2 – Supportive Relationships: Who Cares?
1.1.2. QUALITATIVE—How do early-career general education teachers, who report
using tenets of CRT and DI, implement these tenets when engaging Black boys with a
disability in the teaching and learning experience?
In this section, the second research question is analyzed using a thick, rich
description of the participants’ lived experiences. Research Question 2 prompts a better
understanding of how teachers report using tenets of Culturally Responsive Teaching
and/or Differentiated instruction to engage these students in teaching and learning.
What We Learned
Teachers in this study share how building rapport and using direct language with
students created a more positive, engaging, and productive learning environment. Thus,
in this study, two subthemes, Big Mama and Auntie, emerged and are discussed. The
terms Big Mama and Auntie are used without regard to gender, race, or ethnicity as the
terms are used to highlight the characteristics and attributes demonstrated during teacherstudent relationships.
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Big Mama
Four out of the seven teachers (57.1%) in this study embody all characteristics
associated with Big Mama. All the Black female participants and one of the White female
participants in this study build rapport with their students, provide positive affirmation
and praise, verbalize accountability for their own behaviors and actions, create a safe
learning environment, have high expectations for students, and provide discipline,
correction, and/or corrective feedback in a loving and caring manner. These teachers also
compare their students in one way or another to/as members of their families.
Interestingly, none of the male participants in this study demonstrate a connection to
students in this manner, though beyond the study’s framework, the researcher has
observed this differently across more than 25 years of professional practice.
These four participants are female, understand special education, and have prior
experience working as a special education teacher’s assistant or behavior specialist. From
the examples shared, they also seem to demonstrate impactful relationships with students
and understand the importance of creating and maintaining safe learning environments.
One out of the seven respondents (14.3%) reports having rapport and high standards but
was not a disciplinarian with care, and two out of the seven respondents (28.6%) share
only having a rapport with students. Of the three respondents who did not demonstrate
the attributes of a disciplinarian with care, all expressed the need for more training on
classroom management. Table 4.8 shows how participants rank when compared to
attributes of Big Mama.
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Table 4.8
Characteristics of the Theme Big Mama

Develops
Rapport
Tasha
Catherine

Positive
Affirming Disciplinarian
Relationship
with Care

Safe
Learning
Environment

High
Expectation

Verbalize
Accountability

Tasha

Tasha

Tasha

Tasha

Tasha

Catherine

Catherine

Catherine

Catherine

Catherine

Thomas

Thomas

Thomas

Andrew

Andrew

Andrew

Susan

Susan

Susan

Teresa

Teresa

Teresa

Teresa

Teresa

Teresa

Angela

Angela

Angela

Angela

Angela

Angela

Thomas

Below are a few excerpts from teachers who demonstrate all attributes associated
with Big Mama. Their comments describe how respect is set as an expectation, the
importance of developing rapport with your students, the expectation of accountability,
and disciplining with care.
Tasha: Respect is our number one rule because I want them to respect me, but I
also want to respect them. So, every day I set my expectations for them every
single class, every single period.
Teresa: Well, I mean, if you don’t have a rapport with your students, you’re not
gonna have a good year. And you’re not gonna be able to have any classroom
management if you don’t have rapport with your students. To me, it’s vital to
have a good rapport with your students. I have a good relationship with parents.
But I joke with them a lot, but I kind of treat them like, we have a, I treat them
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like they were my sons, like that was my child. They kind of, and they kind of
react to me the same way, like if I was a parent, instead of the—I’m their
teachers, but they love me, they hug on me all the time.
Teresa also shares the trusting relationship she has built with her students allows them to
feel safe and be vulnerable about not understanding how to do assignments. Tasha notes
one of the things which helps her to be extremely successful with her students is the
relationship component.
If there was one thing that made a difference, what would it be? Relationship
building. But even at conferences, I have 115 kids. I had 90 parents show up for
open house and I had 92 show up for a parent-teacher conference. They [other
teachers] said, “How did you have that many? They want to know why certain
students do stuff [work, behave, stay on task] in my class and not do it in the math
class.
Susan and Andrew were the two participants who only reported rapport when comparing
the attributes associated with Big Mama. They both share experiences of how they
engage students, play games, and regularly do activities with students, but do not
demonstrate other components.
Susan: So, I do a lot of, like when I want to get to know them, we do in the
morning, we do like shares, so they—and so they are engaged and they’re
interested, so they’re sharing their interest with the class.
Andrew: Yes. And also, I use like basketball. I use sports and that would get them
and connect to real world like using sports. And that helps a lot, especially with
math. That helps, that gets their excitement up for learning.
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Auntie
Auntie is another subtheme that emerges from the experiences participants share
during their interviews. In this study, this term signifies a supportive, positive, and
affirming relationship between the teacher and student without regard to race, ethnicity,
or gender. Attributes of Auntie are found among the attributes possessed by teachers
classified as Big Mama. Not all attributes of Big Mama are found in Auntie. Aunties can
have other attributes of Big Mama but do not regularly situate themselves in that position.
Specific attributes include providing praise and affirmation, building rapport, and
creating safe learning environments. Aunties tend to protect and advocate for their
students. With Auntie, students feel safe enough to be vulnerable, which might include
sharing personal information related to inside and outside of the classroom setting. All
participants in this study have attributes associated with Aunties, and one participant is
merging with Big Mama. Aunties are not ranked as high on the continuum as Big Mama,
and they are striving to reach the level and ranking of Big Mama. Several teachers, Susan
and Andrew, were identified as having attributes of Auntie. Both teachers have built
rapport with their students, provided praise and/or affirmation, and have advocated on
their behalf. Andrew shared that his school recites a creed or mantra to provide positive
affirmation for his students. He expressed the importance of advocating for students and
shared an experience where he advocated for a student who was having transportation
issues.
Andrew states, “Being, I was—there was one student who I worked with, he was
having transportation issues, so I called the transportation department, and they got that
resolved. So going to bat, calling the higher ups and getting it resolved.” Although Susan
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expressed not totally knowing what to do to build rapport with Black boys with
disabilities, she did express and believe that it was important and shared what she did to
build rapport with her students:
Susan: So, I do a lot of, like when I want to get to know them, we do in the
morning, we do like shares, so they—and so they are engaged and they’re
interested, so they’re sharing their interest with the class. I try to get to know my
students really well so that when I’m teaching them, I’m teaching them about
things that they’re interested in, or that they know about.
One teacher, Thomas, is identified as merging towards Big Mama. Thomas has all
the attributes of Auntie; student-teacher rapport, safe learning environment, and praise
affirmation. He also has one of the attributes associated with Big Mama, which was
verbalizing accountability. However, he was missing the following attributes associated
with Big Mama, which are disciplining with care, and high expectations. Thomas shares
some of his struggles and frustrations with classroom management and the inability to
implement it effectively:
Yeah. ‘Cause I was actually joking with one of my coworkers the other day. It
was actually back to classroom management [and a discussion about] all these
articles and books that are like, oh, I’ve never had a referral, or I never yell at a
kid because of this strategy. And, I had to started laughing, because I’m like,
those books made me so naive, because I’m so pumped to like implement them,
and it was like totally, sometimes it just doesn’t work for that class or group.

134

Theme 3 – Welcoming and Engaging Learning Environment
1.1.3. QUALITATIVE—How do early-career general education teachers working in
highly impacted schools perceive that their college courses prepared them to teach Black
boys with a disability?
What We Learned
Colleges and Universities continue to work to develop educator preparation
programs (EPP) that equip teachers for the challenge of teaching Black boys with and
without disabilities. Respondents share their experiences, instructional strategies they use,
and the effect of these strategies. Although many of the participant-reported strategies
align with both Culturally Responsive Teaching and Differentiated Instructions, several
of the participants did not readily possess the academic language but knew what they are
using with their students are effective and impactful strategies.
Black Boys’ Lives Matters
This subsection provides a discussion of how teachers engaged Black boys with
disabilities in academic experiences. Respondents share how they specifically teach these
students. Various instructional strategies are reported, including movement, peer
teaching, direct language, collaborative learning, and gamification. The full list of
instructional strategies can be found in Table 4.9. Every interviewed teacher (100%)
report incorporating movement in their lessons. Peer teaching or collaborative learning is
reported by five out of the seven (71%) participants, three of the seven (42.9%) report
using direct language, and gamification is reported by four out of seven participants
(57.1%). Respondents suggest students are excited to work with peers, understand the
material better, are eager to learn new material, actively engage in the learning, have
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higher grades, and take more responsibility and ownership for their learning. Teachers
who demonstrate having the most impactful relationship and who establish rapport with
their students, report using between five and seven different strategies. Below are
excerpts and examples of how teachers make meaning of the instructional strategies used
and prompt a discussion of why they use specific strategies or find them to be important
to implement. Tasha expresses the importance of student choice, creating a sense of
responsibility and accountability for them in their own learning development.
Tasha: I felt like they felt they was in control of their own learning. They got to
choose the way they wanted to learn it.
Teresa shares how students relate to and being engaged in learning creates excitement for
learning. She provides an example of a chant she uses and how gamification increased
student engagement, participation, and academic achievement. According to Teresa, the
use of games related to the content standard also increased students’ willingness to study.
Teresa: If it’s something they can relate to, they will be excited about learning.
And sometimes they have little things to say, they might say something to me,
and I may say something back to them, [like a chant]. Yeah, just make it fun.
Now that they’re playing, they want to be able to answer a question and get it
right so then they are going home, they’re studying, they’re looking over their
definitions, they’re answering questions. I’m reaching them and I know that
they’re engaged because for, it went from two of my students making like 50’s or
so up ‘til today, I’m passing out papers from work they did last week, and they
were so excited that they made like 95. They were so excited that they made a
good grade.
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Table 4.9
Instructional Strategies Reported by ECT
Strategies
Peer teaching

Thomas

Andrew

Tasha

Susan

Catherine

Angela

Teresa

Flexible groups
Think-PairShare
Games
Turn and
Talk
Personalized
learning
Debates
Movement
Music
Hands-on
learning

DisCrit: What We Learned
When examining students’ experiences using a DisCrit lens, specifically Tenet 7,
several teachers provide opportunities for students to engage in activism. Four teachers
report engaging in some level of activism with their students. Two of the seven (28.6%)
discuss components associated with activism, but their conversations are surface-level
and do not include a call for action, advocacy, or protest. Their scope of teaching does not
go beyond the students’ learning about the concepts. The other two participants (28.6%)
report engaging in a deeper level of activism where they discuss the concepts and have an
associated task where students wrote letters to the principal and challenged normative
beliefs associated with unjust, oppressive, racist acts. These teachers’ instructional
planning and learning activities did include an element of advocacy, action, or protesting.
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Angela discusses with her students a deep conversation about lynching. She
shows students pictures of Emmitt Till. They discuss how old he was when he was killed,
which was close to their ages, and discuss offenses that could result in Black people
being lynched. Students had a discourse challenging preconceived assumptions, biases,
and normative, oppressive, racist beliefs associated with acts of violence. Angela engages
in this activity with her students to challenge beliefs often found in her historically
confederate state. She states her goal is to prepare her students to speak out against
injustices when they see them.
Catherine provides insight into how she responds to a White student calling other
Black students niggers while on the playground. Catherine shares that the White student
committing this act of violence is not suspended or reprimanded in any way. She
expresses concern for her students and how this experience caused an uproar and anger
among her class of majority Black students. Below is an account of the experience
Catherine reports having with her students. Though it is long, it is necessary to provide a
full and accurate picture of the experiences faced by both the teacher and students.
Catherine shares how she makes meaning of this experience. More importantly, she
centers the voices and experiences of the students to help them determine how they make
meaning of the situations and guides them through an act of activism through protest by
speaking out about the injustices faced. Although Catherine’s excerpt is long, it is
important to provide an understanding of how she centered the experiences of her Black
students and called activism into action, as noted in the fourth and seventh DisCrit tenets.
Catherine: There was a White student that called the Black students the N-word.
And the boys did not like that, obviously, and they started chasing after him. And
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then, you know, the teachers and I broke it up, and we wrote it up in the system.
And he didn’t get suspended. He did not get written up. He did not get any form
of punishment for using that language on the playground. And that bothered me
because it felt like, our principal, who is White, we’re a bunch of White teachers,
and we’re basically saying, oh, it’s okay that he called you guys all a bunch of
names. And so instead of letting that just happen, I talked to my kids, and I was
like, hey, guys, okay, so I want you to know that he will be on the playground
today. He’s going to be at school, but I want us to write a letter to the principal,
and I want you to write a letter about how hearing that kind of language made you
feel. And we kind of, before we did that, we kind of talked about like what is the
background of that word? How did it used to be used? Why is it so offensive to
use that language if you’re not a person of color, or you don’t understand that
language. And so, I had them all write a letter and I said I can’t promise you he’s
[the principal] going to read them, but I can promise you that I am going to read
them, and I am going to talk to the student’s teacher about him reading them.”
What My EPP Taught Me
In this section, respondents share what they learned during their education
preparation program that prepares them to teach Black boys with a disability. Of the
participants in this study, none had a course directly related to teaching this population.
Only one teacher (14.3%) reports having a course that she found helpful, which was
implicit biases. Six of the seven (85.7%) respondents wish that their college course went
into greater depth, covering topics like communication with parents, classroom
management, differentiated instruction, culturally responsive teaching, and how to
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effectively teach Black boys with a disability. While several of them believe they are
adequately teaching this population, they feel they would have greater impact and success
if they learned about this during their education preparation program (EPP). Below are
excerpts of how early-career teachers make meaning of their college experiences during
their educator preparation program. They share their view of what they thought and
expectations they had of their EPP, what they wish they had learned, and express a desire
for more explicit instruction on race, ability, classroom management, and how to teach
Black boys with and without disabilities.
Angela: So it’s interesting, because we go through college courses, some college
courses, and you expect them to really give you the hardcore facts about
sometimes [but it] isn’t there. They give you the blanket effect so I’m having to
learn it just in my classroom.
Of all respondents, Thomas asked the most questions and expressed the most concern
about topics he felt he was struggling with or did not know. Thomas is directly asked
what he wished he had learned in this educator preparation program.
Thomas: I just think going back to the main like theme that I’ve been talking
about is just—like classroom management, it’s something that I’m always like,
it’s like the biggest thing that I’ve been like the most like critical of myself is just
like, I don’t, I think I could be doing a better job and I don’t know if I’m just
nitpicking or whatever have you. It’s just because I didn’t have the experience in
it during my student teaching. So, I would just say, yeah, I think going back to
some of your topics, like differentiation, like maybe just having like a better, like
more discussion about it [in college] or more experience with it and the same with
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culturally responsive teaching. These are all topics that were covered, touched on
and just wasn’t extensive. And I guess I wish I had the opportunity to have a more
extensive based class on those specific topics.
In this study, participants share detailed accounts and experiences of being
elementary or middle school early-career teachers in urban and rural schools responsible
for teaching Black boys with disabilities. They share successes, challenges, and struggles
regarding their teaching experiences and educational training. Respondents provide
recommendations that are used in chapter five to add to the knowledge for improving
new teacher induction, professional development, and implications for practitioners and
educator preparation programs. In Chapter 5, clear connections to participants’
experiences, existing research literature, theories, and recommendations for advancing
the field of education directly related to the teaching and learning experiences of Black
boys with and without disabilities.
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Chapter 5
Conclusions, Interpretations, and Recommendations
Black boys with disabilities continue to experience egregious equity issues during
their schooling experiences. These students are overrepresented in special education
classes, have inequitable access to culturally knowledgeable and responsive teachers, and
limited access to appropriate resources (Sutcher et al., 2016). They are also
disproportionately disciplined and suspended, creating a larger schism between Black
boys with disabilities and their same-age, non-disabled peers (Skiba & Losen, 2016;
Sutcher et al., 2016). In Chapter 4, the researcher provides a platform to amplify the
voices of early-career teachers and to center their experiences around teaching Black
boys with disabilities in highly impacted schools. Respondents share their strengths,
challenges, and concerns regarding their ability to educate Black boys with disabilities
and provide helpful instructional strategies and identify the successful process for
instructing this group of students. The researcher uses this explanatory sequential mixed
method study to examine the educational preparation and training of general educators
who instruct these students.
In this chapter, the researcher relates how teachers are instructed during their
educator preparation programs (EPP) to meet the diverse needs of Black boys with
disabilities to current practice and future recommendations. Interpretations of results and
findings using four theoretical frameworks and opportunities to improve postsecondary
training and clinical experiences of preservice teachers are discussed. Specifically, in
Chapter 5, the researcher extends the examination of how well early-career general
education teachers feel prepared to instruct this diverse group of learners in their
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classrooms, comparing these findings to other studies. This chapter focuses on the
discussion and recommendations in response to the aligned quantitative and qualitative
research questions.
The examination of teachers’ preparedness and readiness to educate Black boys
with disabilities utilizes the frameworks of (a) Culturally Responsive Teaching and
Warm Demander (Gay, 2002a, 2002b, 2018), (b) Differentiated Instruction (Tomlinson et
al., 2003; Tomlinson, 2017), (c) Ethic of Care (Noddings, 2005; 2012) and (d) Disability
Studies and Critical Race Theory (Annamma et al., 2013), as reviewed in Chapter 2.
Disability Studies and Critical Race Theory center on the voices and experiences of
marginalized and underrepresented populations. The researcher uses DisCrit to center the
experiences and improve the experiences of Black boys with disabilities by examining
the practices of early career teachers, which directly impact the learning and schooling
experiences of these students. Moreover, this researcher expands the scope of DisCrit and
adds to the literature by using tenets of the theory to examine how teachers create
opportunities and space for Black boys with disabilities to be empowered, participate in
dismantling hegemonic practices, and engage in acts of social justice. In this chapter,
these frameworks are applied to a discussion of the following three themes: (a) thoughts
of effectiveness, (b) supportive learning environments, and (c) welcoming and engaging
learning environments.
Teachers in this study work in K-8 general education classrooms located in highly
impacted urban and rural districts throughout the United States. Within these contexts,
the themes and subthemes emerging from this study are used to examine equitable
practices, enhance teaching and learning for Black boys with disabilities, and fortify
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training during educator preparation programs. Furthermore, impressions, interpretations,
and recommendations for practitioner implications, future research, and professional
learning are shared. These factors support and promote culturally responsive teaching and
learning environments for Black boys with disabilities.
Interpretations of the Problem
The voices and experiences of early-career general educators who instruct Black
boys with disabilities in highly impacted urban and rural schools are largely missing from
the literature. In the existing literature, scholars indicate that early-career general
education teachers express difficulties and challenges in instructing these students
(Brown et al., 2019; He & Cooper, 2011; Howard, 2008; Lynn et al., 2010; Milner, 2007;
Nasir & Zafar, 2018; Thorius, 2019). Similarly, these same challenges and concerns are
evident in this current research study. There are four longstanding critical issues
hindering the educational learning experiences of Black boys with disabilities which are
(a) overrepresentation in special education, (b) disproportionate discipline referrals and
responses, (c) inequitable resources, and (d) a shortage of highly qualified, culturally
competent teachers. Of these longstanding issues, three of them were evident and found
to be present among early career teachers in this present research study. Findings from
this study echo the longstanding issues noted: disproportionate discipline referrals and
responses, inadequate resources, and a shortage of highly qualified, culturally
knowledgeable, and responsive teachers responsible for teaching this population of
students. The issues and concerns previously noted pose a challenge regarding how early
career teachers interact, engage, stimulate, motivate, and educate Black boys with
disabilities. These challenges also impact the perception of preparedness demonstrated or
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expressed by early career teachers within this present study. A further discussion is
provided below regarding recommendations for improving the teaching and learning
experiences of these students.
Disproportionate Discipline Referrals and Responses
An issue plaguing Black boys with disabilities is the disproportionate number of
discipline referrals, suspensions, and expulsions often faced by these students (Hughes et
al., 2020). Skiba (2014) and Skiba et al. (2014) found that these students are three times
more likely to be suspended or expelled than their nondisabled White peers. Similarly,
the magnitude and impact of the rate of suspensions of Black boys with disabilities are
both reported and demonstrated or witnessed by early career teachers who participated in
this current study. Moreover, perceptions of Black boys with disabilities are worsened by
deficit thinking, implicit biases, negative assumptions, and ineffective classroom
management styles, processes, and procedures (Advancement Project, 2011; Basile et al.,
2019). A lack of structure and ineffective classroom management practices negatively
impacts the teaching and learning experiences of these students, and a lack of
engagement results in off-task and/or disruptive behaviors, which begins the cycle of the
pre-school to prison pipeline. Removing these students from the classroom creates missed
opportunities for crucial content knowledge, the need for social stimulation, and the
opportunity to learn to manage their own emotions. Brown et al. (2019) suggest that
students’ behaviors should be addressed in a more culturally responsive and culturally
sensitive manner. In support of Brown et al., outcomes of the current directly support the
recommend that teachers be responsive to the academic, emotional, and social needs of
Black boys with disabilities by creating safe, welcoming, respectful, culturally
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responsive, and engaging learning environments where these students can grow, develop,
explore, and learn. Teachers must recognize, be culturally sensitive, and appropriately
responsive to the emotional and mental health needs often demonstrated by Black boys
with disabilities living in America. As important, it is critically essential that teachers
reflect upon their own practices, perceptions, beliefs, and assumptions regarding the
behaviors, physical attributes, and language often employed by this group of students.
Moreover, teachers should be aware of their own responses, body language, non-verbal
cues, and tone when speaking to and engaging these students. A focus should be on
providing students with choices, incorporating culturally aligned engaging learning
experiences as noted in this study, allowing students to learn from their mistakes, being
firm and direct with requests, having and verbalizing high expectations, and providing
clear, explicit directions.
In addition, overly harsh disciplinary practices and policies provide teachers who
have poor classroom management justification for making office referrals and pushing
Black boys with disabilities out of classes and into the Preschool-to-prison-pipeline. This
study supports the evidence that a foundation and understanding of discipline, structure,
warm demander, culturally responsive teaching, and culturally sensitive classroom
management makes a difference in the approach and responses of how teachers can
effectively engage Black boys with disabilities. Teachers in highly impacted schools can
benefit from receiving additional courses and training during their educator preparation
program and through professional development opportunities. It is recommended that this
training include culturally sensitive classroom management with a focus on employing
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direct language, creating structure, and using behavior management strategies specifically
geared toward Black boys with disabilities.
Since classroom management is one area where inequitable practices severely
impact the schooling experiences of Black boys with disabilities, more ongoing support
through professional development and in-service on discipline strategies and classroom
management should be provided to preservice teacher candidates and beginning teachers.
During this current study, teachers with a background in special education as a teacher’s
assistant or behavior support specialist exhibited a better understanding of the needs of
these students. They appeared more comfortable and demonstrated a stronger grasp of
effective teaching and learning for Black boys with disabilities. Moreover, teachers
reported that these students experienced more engaging and meaningful learning
opportunities with fewer behavioral disruptions and less time spent out of class.
It is also recommended that general education teachers be required to take special
education courses focusing on differentiated instruction, universal design for learning,
and specialized instruction. Other recommendations evident from this study are to
consider growing and supporting teachers from within the school system and providing
teachers with a non-evaluating critical friend with whom they can bounce around their
thoughts and ideas without feelings of admonishment.
One opportunity for further research is to delve deeper into the suspension rates
among this population as a comparison between rural and urban highly impacted schools.
It would also be noteworthy to examine the practices of highly impacted schools
demonstrating lower suspension rates among this subgroup of students to identify best
practices. Another opportunity for further research is to conduct a comparative study
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using the results and findings from this present study to examine and center on how
Black boys with disabilities report their schooling experiences when attending highly
impacted rural and urban schools.
Inequitable Resources
Urban and rural schools are often negatively impacted by the availability of
specialized materials and instructional supports necessary for educating these students
(Mason-Williams, 2015; Roza et al., 2005), and lower-per-pupil allocations have a
tremendous effect on funding allocations impacting the maintenance and operations of
schools. Moreover, there is often an inequitable distribution of materials, human capital,
and resources according to geographic location. Schools in suburban and wealthier areas
tend to have more up-to-date technology and readily available resources as property taxes
are used to assist in educational funding.
Similar to concerns and challenges noted by Mason-Williams (2015), teachers in
this current study reported a shortage of resources, limited access to school funding, and
environmental concerns regarding building maintenance. Early career teachers in this
study also reported not having culturally responsive curriculum and materials, books that
represented their students, and other appropriately aligned resources. Multiple
respondents in this study report having to purchase and/or acquire materials that were
beneficial for maintaining and enhancing the teaching and learning experiences of Black
boys with disabilities. Students in more affluent school districts tend to have endless
access to these resources, while schools in more highly impacted areas struggle to meet
the basic needs of students (Lambeth & Lashley, 2012). The outcomes noted by early
career teachers in this present study support and align with this existing literature. One
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recommendation from this study is that schools in highly impacted areas provide
curriculum, enrichment materials, and resources that support both culturally responsive
teaching and differentiated instructional strategies. Access to these resources is essential
and necessary for students to see representations of themselves in the curricula and for
teachers to engage in culturally responsive teaching and differentiated instruction.
Schools should take note of available grants and funding offered through local, state, and
federal funding sources and philanthropic groups.
Shortage of Highly Qualified, Culturally Competent Teachers
Schools and districts throughout the United States have challenges recruiting,
hiring, mentoring, and retaining highly qualified teachers who are culturally
knowledgeable of how Black boys with disabilities learn best (Blanchett et al., 2009;
Carver-Thomas & Darling-Hammond, 2017). Hard-to-staff areas, coupled with the
ramifications of COVID-19, have crippled staffing efforts, and called attention to a
national crisis in the education workforce. There continues to be a mass exodus out of the
education workforce, which has worsened during the COVID-19 era (Carver-Thomas &
Darling-Hammond, 2017; Özüdoğru, 2018). Teachers are leaving the profession at
alarming rates, which is drastically impacting the staffing needs in urban, rural, and
special education (Özüdoğru, 2018). These areas are often identified as hard to staff
within schools, and many districts provide stipends, incentives, and sign-on bonuses to
attract teachers. Moreover, this national crisis has placed principals in a predicament of
needing to recruit teachers, culturally competent or not, to avoid staffing classrooms with
substitutes or non-certified personnel. In support of findings noted by Özüdoğru (2018),
both urban and rural schools represented in this current study had difficulty hiring and

149

retaining highly qualified, culturally knowledgeable, and responsive teachers. Teachers in
this current study reported having larger than usual class sizes due to these staffing
challenges. Early career teachers in this study also report not feeling prepared to
effectively teach Black boys with disabilities in their classrooms. Concerns and
challenges noted by participants in this current study, illuminate an even greater need
impacting one of our most vulnerable populations, Black boys with disabilities.
Providing qualified teachers for Black boys with disabilities is also an equity
issue. Without teachers who are culturally knowledgeable and responsive, Black boys
with disabilities have more difficulty accessing and connecting to the curricula and are
provided with fewer opportunities to authentically engage in effective teaching and
learning. None of the early career teachers in this study are highly qualified or have been
trained in implementing tenets of culturally responsive teaching adding further evidence
to existing literature regarding the inequitable distribution of teachers for this population.
Interpretations of Research Findings
Respondents’ personal stories and experiences are situated in the larger context of
teaching and learning with respect to race, gender, ability, and socio-economic status.
The Culturally Responsive Teaching Preparedness Scale (CRTPS), combined with
supporting questions on teaching effectiveness, produced the questions used to collect
data for this study. Interpretations are situated in comparison to existing literature.
Phase 1: RQ 1 Discussion
In contradiction to existing literature (Delahunty & Chiu, 2020; Matias, 2013;
Sleeter & Owuor, 2011), the results from the Chi-square analyses suggest that there is no
relationship between each of the three factors of (a) race, (b) education level, and (c)
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years of teaching when examining effective teaching practices. The 138 online survey
responses from this current study show that a teacher’s race did not demonstrate any
meaningful differences in engaging in effective teaching and learning practices.
Specifically, the data from this study suggest there is no impact on instructional methods
used by teachers for educating Black boys with disabilities and for disrupting and
dismantling hegemonic practices within education.
However, several scholars have noted the implications of race and years of
teaching on the effectiveness of teaching and learning for this population of students
(Delahunty & Chiu, 2020; Sleeter & Owuor, 2011). In addition, teachers with advanced
experience are more likely to better understand and identify instructional strategies useful
for effectively teaching Black boys with disabilities. Misalignment between students’ and
teachers’ cultures and the understanding of social norms can negatively impact academic
achievement and advancement for Black boys with disabilities. Specifically, Matias
(2013) postulates that race has an impact on teachers’ participation and readiness to
engage in cultural responsiveness. Delahunty and Chiu (2020) suggest there is a
disconnect between White teachers and their Black male students with disabilities due to
cultural and racial differences as well as a misalignment in behavioral norms. Sleeter and
Owuor (2011) note “how racism has been institutionalized in the American education
system and how this action perpetuates inequalities in the distribution of education
resources” (p. 527). Matias (2013) further suggests that White teachers working in urban
schools must examine the operationalization and implications of Whiteness. Whiteness is
“a social construction that embraces white culture, ideology, racialization, expressions
and experiences, epistemology, emotions and behaviors that get normalized because of
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white supremacy” (Matias, 2013, p. 69). The contradiction in the results of this current
study and the literature may be due their being predominately more Black females as
respondents, and/or teachers with higher levels of experiences and greater training
beyond an undergraduate degree. This study could also have been impacted by the lower
power number.
RQ 2: Discussion
In reference to the second research question, online survey data from this current
study supports the literature (Santamaria, 2009) as there is a statistically significant main
effect regarding the knowledge of Differentiated Instruction. In the quantitative phase of
this current study, teachers noted the tenants of Culturally Responsive Teaching and
Differentiated Instructional strategies, were found to be effective when teaching Black
males with disabilities. Santamaria (2009) suggests that Differentiated Instruction is an
effective way of engaging, instructing, and assessing Black males with disabilities.
Participants in this study noted differentiated instructional strategies they found to
promote authentic engagement for this population of students. Similarly, this current
study noted that elements of DI and CRT are beneficial to the teaching and learning
experiences of this group of students. Data in this section regarding Differentiated
Instruction and Culturally Responsive Teaching collected from the quantitative phase of
this current study align with recommendations from Tomlinson et al. (2003), LadsonBillings (1995) and Gay (2018). Such recommendations include (a)teachers having high
expectations for students, (b) exhibiting warm demander, (c) using direct language, (d)
active student learning, and (e) using culturally and linguistically diverse teaching
strategies. Respondents in this current study noted that the above listed attributes are
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essential when teaching Black boys with disabilities. In addition, participants in this
current study identified helpful instructional strategies. These strategies include
collaborative and peer learning, group work, scaffolding, movement, building
confidence, and using culturally relevant materials. The instructional strategies listed by
participants correlate with the literature and have been identified as effective tools to use
with diverse learners (Gay, 2018; Goldberg & Iruka, 2022; Ladson-Billings, 1995;
Tomlinson, 2017).
A comparison of the above factors and support from the results of the online
survey, indicated that teachers in this study who have a knowledge of Differentiated
Instructions also enacted elements of Culturally Responsive Teaching. These results
correlate with existing research. Specifically, Differentiated Instruction has been noted to
increase academic achievement for diverse learners (Tomlinson, 2017). There are some
parallels in the foundational principles between DI and Culturally Responsive Teaching.
Both DI and Culturally Responsive Teaching provide instructional support for
marginalized groups of learners, and both focus on responding to the needs of students.
For example, DI focuses on students’ interests to be embedded during instruction,
whereas Culturally Responsive Teaching embeds students’ interests with cultural
elements (Gay, 2002b, 2018; Tomlinson et al., 2003; Tomlinson, 2017). DI, coupled with
Culturally Responsive Teaching, uses instructional techniques, strategies, and processes
aligned with cultural responsiveness when teaching culturally and linguistically diverse
learners and students with disabilities (Santamaria, 2009). Based on this discussion of the
data from the quantitative phase of this study, a recommendation for future research is to
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examine the effectiveness of educating Black boys with disabilities using both
Differentiated Instruction and Culturally Responsive Teaching.
When examining the respondents who employed elements of Culturally
Responsive tenets in this current study, it was interesting but not surprising that most of
these participants were Black women. However, what was surprising to this researcher is
that more of these participants did not identify building rapport as an important
instructional strategy. This finding is a direct contradiction to the literature, as numerous
scholars have discussed the importance of building rapport with these students to
strengthen their teaching and learning experiences (Bondy & Ross, 2012; Davis, 2007;
Gay, 2002a; 2018; Goldberg & Iruka, 2022; Ladson-Billings, 1994, 2000). Due to the
lack of survey data focusing on Black women who are teaching in K-6 classrooms, the
need exists for future research hearing from this subpopulation of educators.
Movement is one of the instructional strategies identified in this current study as
being effective for strengthening the teaching and learning experiences of Black boys
with disabilities. Movement is an essential component of Black culture, and it has a
longstanding historical foundation. In support of the current study’s findings on
movement, several scholars (Chepyator-Thomson, 2013; Parker et al., 2017) have
identified movement in the classroom and during instruction as effective in increasing
engagement, advancing students’ knowledge, gaining an understanding of diverse
learners, and contributing to healthy physical and mental health development for
students. More investigation in this area is warranted, and extended opportunities to study
movement research would support the learning experiences of Black boys with
disabilities.
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Another noteworthy area of discussion resulting from this current study is the
implications and impact of direct language. Considering that most of the respondents in
the quantitative phase of this current study were Black women, it is not surprising that
directness in language was noted as a strategy for teaching Black boys with disabilities.
The use of direct language correlates with and supports existing literature (Spears, 2001).
Direct language builds on Black culture and is often used by Black parents when
directing or instructing their children. For example, a Black parent is more likely to tell a
child to go sit down rather than asking them if they would like to have a seat. Black
students understand direct language better than passive language. They take passive
language and associated commands as a choice because oftentimes, passive language
commands are posed as questions rather than directives. The misinterpretation of passive
language by Black boys with disabilities may likely result in these students getting into
trouble for being disrespectful, uncooperative, or defiant. Based on data collected in this
study, teachers are more likely to be effective in their redirection with these students
when they use direct language coupled with warm demanders. Moreover, this data
supports the recommendation for further examination of the use of direct language in the
classroom with this population of students.
RQ 3: Discussion
Research Question 3 examines courses that teachers took during their educator
preparation program that prepared them to teach Black boys with disabilities. It was not
surprising that the response rate to this question was very low because special education
and general education often exist in silos. Only eight respondents out of 116 answered
this research question. Either teachers could not remember the course(s) they took or did
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not have a course that addressed the unique needs of Black boys with disabilities. Taking
additional course work related to better understanding Black boys with disabilities has
the potential to significantly improve teacher effectiveness with this population. In
support of this study’s results, Young et al. (2017) note the importance of teachers
knowing their students to better develop and align culturally relevant lessons to their
academic needs. Also, in agreement with this current study, other researchers (Brown et
al., 2019; Young et al., 2017), strongly recommend that teachers must have course(s)
during their educator preparation program to help them better understand the unique
needs of Black boys with disabilities. Further, taking courses related to the specific needs
of Black boys with disabilities will help teachers better understand how to engage these
students in teaching and learning and will assist with building teacher capacity. It is
strongly recommended that joint courses be developed between general education and
special education, which are required by all preservice teachers. If educator preparation
programs truly want to make an impact addressing equity issues in education impacting
Black boys with disabilities, they must take a hard, reflective look and thoroughly
examine courses being offered to preservice and lateral entry teachers. Further research is
needed throughout colleges and universities to identify which courses are more beneficial
and impactful in helping teachers understand the unique needs of Black boys with
disabilities and how best to effectively teach this group of students.
Phase 2: Qualitative Discussion
In Phase 2, the researcher focuses on addressing the teaching and learning needs
of Black boys with disabilities and gaining an understanding of how teachers perceive
their ability to teach this group of students. Themes and subthemes amplifying the voices

156

and experiences of early-career teachers are centered in this data discussion. Participants
identify opportunities for improvement, share strategies, and identify content and
strategies they would have liked to learn during their educator preparation programs.
Discussion of Theme 1: Thoughts of Effectiveness
The issue of attrition among early-career teachers is not a new phenomenon, and
it is no surprise that the literature highlights this as a continuous and pervasive issue
impacting education (Carver-Thomas & Darling-Hammond, 2017; Nasir & Zafar, 2018;
Walker, 2011). In fact, beginning and early-career teachers continue leaving the
profession within their first five years of teaching (Carver-Thomas & Darling-Hammond,
2017). Vacancies have a visceral impact on the revenue of schools, costing districts
thousands of dollars for substitutes, recruitment, rehiring, and training to replace teachers
(Carver-Thomas & Darling-Hammond, 2017; He & Cooper, 2011; Nasir & Zafar, 2018;
Walker, 2011). Most importantly, vacancies have a substantial impact on the teaching
and learning of Black boys with disabilities, the quality of education provided to our
students, and their opportunities for authentic engagement.
The absence or under-preparedness of teachers can contribute to the widening of
both the achievement and opportunity gap. This lack of preparedness creates greater
equity issues for Black boys with disabilities and results in these students falling further
behind and in school having harder times hiring qualified personnel. In correlation, the
National Commission on Teaching and America’s Future (2007) and Jennings (2011)
report that the rate of teachers leaving the workplace is on the rise. According to Jennings
(2011) nearly 50% of new teachers will leave the profession within 5 years of teaching.
The percentages of teachers leaving the workforce have been drastically compounded in
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recent years due to the devasting impacts of COVID-19, high measures of accountability,
and teachers feeling overburdened, unprepared, and unsupported. The requirements and
demands routinely placed on new teachers, coupled with them being assigned more
challenging classes with greater discipline issues and classes containing students with
more severe and diverse needs, have compounded this issue (Carver-Thomas & DarlingHammond, 2017). Based on respondents’ input provided on both the quantitative surveys
and qualitative interviews from this student, school districts are going to retain earlycareer teachers, there must be impactful and relevant courses being taught in educator
preparation programs, and local educational authorities must provide targeted support
and ongoing professional learning specifically related to the needs of teachers. Just as
students are provided personalized learning plans, teachers should be provided with
ongoing professional learning opportunities that meet their specific needs.
Discussion on RQ 1 Subtheme: Feelings of Abandonment. While feelings of
abandonment can manifest in any respondent regardless of race or gender, it is reported
by a large majority of the White participants in this current study. Black participants did
not appear to have an expectation or belief that the administration and/or other teachers
would voluntarily support them regarding their concerns about classroom management,
developing rapport, and instructing Black boys with disabilities. White respondents, on
the other hand, appeared to believe and expect assistance and support from others. The
beliefs of White respondents could be related to and a function of White privilege. Thus,
EPPs should work with White preservice teacher candidates to examine how White
privilege may show up in their thoughts, actions, behaviors, and response as educators. It
is further recommended that EPPs be proactive in preparing White preservice teachers to
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seek assistance, support, and resources that may not be readily provided to them. In
support of this current study, Guerra and Wubbena (2017) postulate that teachers
demonstrate practices and behaviors in the classroom based on their own beliefs,
thoughts, and perceptions about what should happen. Similarly, several teachers in this
current research study expressed perceptions and feelings associated with abandonment
when they did not receive the expected support. It is important to note that teachers
regularly checked on by administration and other teachers and who were provided with
more guidance and explicit examples felt more supported and less of a feeling of
abandonment.
This current study found that preservice teachers who took an implicit bias course
had a better foundation and understanding of the needs of Black boys with disabilities
than participants who had no course. It is recommended that EPPs increase collaboration
across the special education and general education departments and sustain a dialogue
throughout teacher preparation programs. It is further recommended that preservice
teachers take additional course work in special education. In correlation, Sleeter and
Owuor (2011) found that early-career teachers who were successful in challenging
systems “came from teacher preparation programs where they discussed how to navigate
the system by building relationships through diplomacy, effectively communicate,
marshal resources, and align themselves with key players …” (p. 533).
Discussion on RQ 1 Subtheme: Fighting to Survive. The fight for survival and
the strength to overcome challenges is a familiar experience for Black Americans and is
one that demonstrates a history of fortitude and resiliency within the Black culture. It is
an experience that is deeply rooted in historical lineage and modern-day experiences and
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is often reinforced within Black families and Black communities. This section, Fighting
to Survive, focuses on teachers making meaning of their lived experiences related to
teaching Black boys with disabilities. Their experiences are examined through an
interpretive lens using Gay’s (2002a) third tenet, demonstrating care, and building
learning communities.
This current study highlights the fortitude and resiliency of early career teachers
who participated in Phase 2. Their fight to survive as early career teachers manifested as
if there was no choice but to be present, committed, and ready for the challenges of
meeting the social, emotional, and academic needs of Black boys with disabilities even
amidst the hoovering concerns of their effectiveness with classroom management and
their ability to engaging and motivate students during teaching and learning. It appears
that for the Black women in this study, the fight to survive was innately a part of their
being and the essence of who they are as people while White teachers appeared to have a
more difficult time. Similarly, He and Cooper (2011) conducted a study of five White,
novice, preservice teachers and noted struggles and challenges of preservice teachers.
The preservice teachers in He and Cooper’s (2011) study exhibited similar challenges of
student motivation and classroom management as the early-career teachers in this current
study. Specifically, preservice teachers in He and Cooper’s (2011) study struggled with
student engagement and effective classroom management.
To be effective during the teaching and learning of Black boys with disabilities,
this current research study strongly recommends that teachers examine and analyze their
own perceptions and practices regarding how these students engage during teaching and
learning. Additionally, teachers should develop themselves through purposeful and
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intentional reflective practices and engage in critical self-reflection, which includes a true
and authentic look at their assumptions and biases regarding the educational abilities and
intrinsic motivation of Black boys with disabilities to learn. This finding is in support of
Mathias (2013), whose research suggests that White teachers challenge the practices of an
educational system rooted in White supremacy if they are to successfully embody and
enact culturally responsive teaching practices. Teachers who embody Differentiated
Instruction and Culturally Responsive Teaching improve instructional engagement,
educate and assess students based on culture, interest, and readiness, have high
expectations for all students, and use elements of students’ culture as a foundation for
learning. Such an educational epistemology is beneficial and effective in the teaching and
learning of Black boys with disabilities. There is an opportunity for further research
examining the notion of resiliency and perseverance in early career teachers.
Another area of noteworthy discussion is that several early career teachers
witnessed a deficit positionality from some of their colleagues regarding Black boys with
disabilities. While deficit thinking is not a new phenomenon and is discussed in the
literature (Lynn et al., 2010; Özüdoğru, 2018; Warren, 2013), it is surprising that despite
the Black Lives Matter movement, Black boys with disabilities continue to fight to
survive and thrive in our current educational system. In conjunction, Lynn et al. (2010)
found that the culture, language, and experience of these students are seen as deficient,
defiant, disrespectful, incapable, lazy, and oppositional. The deficit views of some
educators have created and sustained a culture of helplessness and hopelessness and have
heightened the challenges and struggles that Black boys with disabilities endure in their
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quest for a free appropriate public education. Yet, these students still display
determination and resiliency.
Culturally Responsive Teaching Connected to Fighting to Survive
While all five of Gay’s (2002a) tenets are essential, this study specifically focuses
on the third tenet, demonstrating cultural caring and building a learning community. This
researcher uses the third tenet to examine how teachers make meaning of supportive and
caring relationships for cultivating the learning experiences for Black boys with
disabilities. Elements of Culturally Responsive Teaching are essential aspects for
creating, supporting, and sustaining teaching and learning experiences for these students.
Moreover, CRT aids in the fight to move Black boys with disabilities beyond mere access
to excelling and experiencing academic achievement and advancement (Bellas, 2015;
Nasir & Zafar, 2018).
In this current study, the fight to survive is examined from the experiences of
early career teachers and Black boys with disabilities by examining how early career
teachers used elements from the lived experiences, customs, culture, language, and
perspectives of these students. Similarly, multiple scholars note the importance of
providing Black boys with disabilities a rich, authentic, and engaging learning
experiences (Gay, 2018; Howard, 2008; Nasir & Zafar, 2018; Özüdoğru, 2018; Taylor et
al., 2016). This subtheme is being examined through the lens of Culturally Responsive
Teaching with Warm Demander. The use of Culturally Responsive Teaching in this study
is based on the work and five tenets of Gay (2002b, 2010, 2018). Gay (2002b) postulates,
“when academic knowledge and skills are situated within the lived experiences and
frames of reference for students, they are more personally meaningful, have higher
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interest appeal, and are learned more easily and thoroughly” (p. 106). Specific tenets of
Gay’s (2002a) Culturally Responsive Teaching can be found in Figure 5.1.

Figure 5.1
Gay’s (2002) Tenets of Culturally Responsive Teaching
The specific
tenet
highlighted in
this study

Note. Adopted from Bellas (2015).

The term culturally responsive teaching is widely used by scholars and
practitioners; however, not all practitioners know how to authentically engage in
culturally responsive teaching (Bellas, 2015; Davis, 2007; Gay, 2002a, 2002b, 2010,
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2018; Howard, 2001a, 2001b; Ladson-Billings, 1995, 2000; Matias, 2013; Roberts, 2010;
Taylor et al., 2016). Several participants in this study shared experiences that did not
directly correlate to enacting elements of Culturally Responsive Teaching. For example,
culturally responsive activities were reported around foods, holidays, and cultural fairs.
Responses found in this current study about culturally responsive activities are not
surprising. The findings in this current study align with findings in a study conducted by
Warren (2013), where the author suggests that not all teachers who report enacting
elements of culturally responsive teaching do this in practice. Specifically, Warren (2013)
noted that “teachers who identify themselves as culturally responsive are either not clear
about what it means to be culturally responsive, or they think of themselves as culturally
responsive but maintain deficit perspectives of diverse youth” (p. 175). Moreover, the
way in which some teachers in this current study defined culturally responsive teaching is
a stark contradiction to how Taylor et al. (2016) and Gay (2018) define culturally
responsive teaching. Taylor et al. (2016) noted that teachers who authentically engage in
elements of CRT understand the history of the theory, know the related tenets, and are
able to implement them during teaching and learning. Gay (2018) noted that Culturally
Responsive Teaching is a regular and authentic intersection of using materials relevant to
your students, holding high expectations for learners, demonstrating an appreciation of
diverse languages and communication styles, and extensively using multicultural
materials, strategies, and assessments during teaching and learning.
Additionally, findings from this current study align with the literature and are
noted by multiple authors, including Matias (2013), Ladson-Billings (1994), and
Özüdoğru (2018). Culturally responsive teachers encompass characteristics and attributes
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of developing student-teacher relationships and centering the lived experience,
knowledge, and interests of diverse learners. This current study found that White
Teachers and Black boys with disabilities benefit when teachers reflect on their own
positionality and perceptions and examine the impact and implications of whiteness
within education. Similarly, Matias (2013) noted the importance of White teachers selfreflecting to address issues associated with racism within education. Ladson-Billings
(1994) noted the success of Black teachers in her study who empowered students using
social, emotional, and cultural factors to improve learning. In addition, this current study
found that Black female teachers are able to positively influence the educational
foundations of Black boys with disabilities. Moreover, several of the respondents in this
current study center their voices and experiences of Black boys with disabilities, and
others develop student-teacher relationships which they leveraged during the teaching
and learning experiences. However, the smaller participant numbers within the qualitative
interviews in this study prompt the need for more work and research with teachers of
Black boys with disabilities. Preservice and early career teachers could benefit from
additional support and training to truly understand and enact elements of Culturally
Responsive Teaching.
Discussion of Theme 2: Supportive Relationships
Multiple scholars discuss the importance of building strong student-teacher
relationships to support the success of culturally and linguistically diverse learners
(Bellas, 2015; Bondy et al., 2012; Gay, 2010; Guerra & Wubbena, 2017; LadsonBillings, 1995; Sleeter & Owuor, 2011). To support students’ growth, success, and
achievement, Özüdoğru (2018) highlights the importance of students connecting to both
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their teachers and the content being taught. Some students achieve this student-teacher
connection through a fictive kinship between themselves and their teacher. Fictive
kinship is a term denoting a stronger, family-type bond or relationship between unrelated
people (Nelson, 2013; Scott & Deutsch, 2021). Scott and Deutsch (2021) found that
“fictive kinship is a positive feature of Black adaptive culture that can be leveraged” to
support Black boys with disabilities (p. 317). Nelson (2013) identified fictive kinship as a
long-standing term within Black culture where members are unofficially adopted into
another person’s family. It is a process of association where students experience the
ethics of care from non-relatives. Fictive kinship creates a community of members who
establish support systems, demonstrate opportunities for authentic acts of care and
compassion, and promote long-lasting bonds and relationships among its members. In
support of Scott and Deutsch’s (2021) stance on fictive kinship, several early career
teachers in this current study created and connected with their students through a fictive
kinship approach. The teachers in this research study use their connections with students
through fictive kinship to promote and increase student engagement, motivate students’
desire for learning, create authentic opportunities to increase content knowledge, and
establish high expectations of accountability and success. A fictive kinship approach is
also used to encourage and promote the self-governance of students and to reduce
inappropriate behavior. There is a gap in the literature regarding the implications and
impact of fictive kinship on Black boys with disabilities which presents an opportunity
for further research in this area.
To further examine fictive kinship in this present study, the researcher uses Big
Mama and Auntie as figures associated with fictive kinship. This association is used to
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create a richer explanation of respondent’s lived experiences when discussing their
relationship with this population of students. For example, in the movie Big Momma’s
House (2000), Martin Lawrence dresses up as a beloved, charismatic grandmother named
Big Momma, who blends into the community as he works to catch criminals. Big
Momma/Mama, both in this movie and in Black culture, is the matriarchal presence and
the connection that brings people, related or not, together through love and support by
instituting a level of accountability, requiring self-governance, and showing respect for
all people. In the next subsection, the themes and subthemes for this research question are
further examined using an interpretation of how they relate to ethic of care (Noddings,
2005, 2012).
Discussion of Findings Connected to Ethic of Care
Ethic of care is a theory founded on positioning care as a moral responsibility and
basic human duty (Noddings, 2005, 2012). Scholars highlight the importance of
establishing and building rapport through caring relationships with students (Gay, 2002a,
200b, 2010; Howard, 2001a, 2001b; Özüdoğru, 2018; Scott & Deutsch, 2021). The
principle of establishing a caring relationship and promoting an ethic of care between
students and teachers can be leveraged to create productive learning opportunities and
authentic experiences for Black boys with disabilities. As suggested by Noddings (2012),
the current study found that many of the early career teachers discussed and/or
demonstrated an ethic of care with these students. Specifically, early career teachers in
this study report that students used the terms mama and auntie when referring to these
teachers. These terms are directly associated with fictive kinship. Black boys with
disabilities used these words as terms of endearment for connecting with their teachers,
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further substantiating research conducted by Scott and Deutsch (2021). When students
realize that teachers care about them and have their best interest in mind, they feel safe,
are more likely to try challenging tasks, frequently respond to directions, discipline,
feedback, and corrections in a positive manner, actively engages in learning, and are
more willing to be vulnerable (Gay, 2002a; Özüdoğru, 2018; Warren, 2013). In this
study, the concept of ethic of care connects to fictive kinship to examine and use
relational experiences as tools to enhance, enrich, and advance foundations for learning,
engagement, and care for these students. Early career teachers in this present study
verbalized a familial disposition and/or expressed care and concerns for their students.
Not surprisingly, all three Black women in this study connected their role to these
students through family ties which is consistent with findings noted by Noddings (2012)
and Scott and Deutsch (2021).
Discussion of RQ 2 Subtheme: Big Mama. In Black culture, Big Mama is the
matriarchal disciplinarian within the family who chastises you while demonstrating care,
verbalizing high standards, and requiring accountability and ownership. The researcher in
this study created the term Big Mama to highlight the teachers in this study as a warm
demander. The essence of Big Mama is a teacher who, regardless of gender assignment
or identity, adopts members into their family and supports them inside and outside of the
classroom. Big Mama’s character embodies and symbolizes a supportive family
relationship where students grow and thrive and are highlighted in the Fictive Kinship
Continuum noted in Figure 5.4. Big Mama provides positive affirmation to her students
and encourages them to do their best. Teachers with these characteristics have a rapport
with students, create a safe and welcoming learning environment, are disciplinarians with
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care, and verbalize to students’ high expectations, ownership, and accountability which is
evident among respondents in this current study. Several respondents demonstrated
attributes associated with characteristics identified for Big Mama, and one respondent
identified on the fictive kinship continuum as transitioning towards attributes associated
with Big Mama. Warm demander is used as an interpretive lens to discuss the
significance and power of building relationships and rapport with these students.
Discussion Connected to Warm Demander
Warm demander is a fundamental component necessary for building culturally
responsive, safe, and welcoming learning environments where teachers demonstrate a
disposition of care. As previously noted, and in alignment with this current study,
McLean et al. (2020) identify attributes such as communication, high standards and
expectations, praise and affirmation, and a caring approach as critical components for
creating inclusive learning environments for Black boys with disabilities. These attributes
link to attributes associated with warm demander.
Warm demander was demonstrated by several early career teachers in this current
study. These teachers possessed attributes and behaviors that demonstrated care, concern,
and high expectations for their students. They provided support and advocacy for their
students and convinced them of their abilities and brilliance. The findings in this current
study and statements provided by early career teachers support the need for Black boys
with disabilities to understand that their teachers care about their successes and about
them as people. Specifically, findings from this current study noted that Black boys with
disabilities did not present as hyperalert or on defense when they felt that their teachers
cared about them. These findings are in alignment with the works of Bondy et al. (2012),

169

Bondy and Ross (2012), Safir (2019), and Ware (2006) regarding the effectiveness and
benefits of warm demander.
Culturally responsive teaching directly incorporates warm demander and care for
students. Roberts (2010) notes a preponderance of the evidence that the need for
culturally responsive care is equally as important as the aspect of teaching and learning.
Specifically, Roberts suggests that “the teacher-student connection, one of the more
powerful pieces of the academic achievement puzzle for students, is of key importance to
students of colour in present day classrooms” (p. 449). In support of Roberts’s (2010)
findings, early-career teachers in this study noted the importance of the student-teacher
relationship.
As the researcher listened to, analyzed, assessed, and interpreted the stories and
lived experiences of the early-career teachers in this study and their relationship with
their students, there was a reminder of a parallel experience with fictive kinship from the
researcher’s own life. This personal experience is the basis of the grounding and
foundation of this research in this current study around how fictive kinship is used, the
development of Big Mama and Auntie, and the creation of the Fictive Kinship
Continuum. Excerpts related to the researcher’s experience are shown in Figures 5.2, 5.3,
and 5.4. The researcher’s personal experience is shared as an example to further solidify
and correlate the experiences noted in this study and as an avenue to demonstrate the
impact, implications, and power of student-teacher relationships when coupled with the
ideology of fictive kinship. Below is a personal account as an additional demonstration of
how student-teacher relationships can evolve when there is an alignment with fictive
kinship.
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Researcher’s Connection to Fictive Kinship
In my experience going through high school, I had a mentor that a larger
percentage of the students in the school, regardless of their race, called Mama Maske.
This teacher was a support to all she encountered both inside and outside of the
classroom. She was skilled at building community and creating a warm, welcoming, and
supportive classroom culture. Mama Maske also created a family dynamic among her
students inside the classroom and through sports. Even today, these former students refer
to one another as family and have been a source of support for each other through the
years. Figure 5.2 and Figure 5.3 demonstrate a personal fictive kinship as my sisters, and
I participate in Mama Maske’s homegoing service. These are relationships facilitated,
promoted, and cultivated by this teacher with and between her students spanning more
than 40 years.
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Figure 5.2
Tribute to Mama Maske
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Figure 5.3
My FICTIVE Sisters and I at Mama Maske’s Homegoing Service

Discussion of RQ 2 Subtheme: Auntie. In Black culture, Aunties are your
cheerleaders, support system, and are individuals who demonstrate care and concern for
your overall wellbeing. With Aunties, you feel safe and protected, and the emphasis is on
the relationship rather than accountability or discipline. In this study, the term is used
regardless of gender identity. Two figures within the Black culture who are regularly
associated with the term auntie are Oprah Winfrey and Rep. Maxine Waters.
The term Auntie is prevalent in Black culture and vernacular. It signifies affection
and respect for a person whom you admire. This term gained popularity in the movie
Black Panther (2018) when Michael B. Jordan greets his long-lost aunt. Auntie within the
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Fictive Kinship Continuum represents teachers who embody these attributes and
characteristics: (a) establishes a positive and affirming relationship, (b) facilitates a safe
and welcoming learning environment, and (c) builds student-teacher relationships. Auntie
is not as encompassing or as significant as Big Mama. Auntie is the beginning point for
teachers, and teachers should merge and grow in their instructional practices and should
strive to be associated with the attributes of Big Mama. Two participants in this current
study are associated with auntie. They discussed having relationships with students
without other elements, such as accountability and/or disciplining with care. Moreover,
these teachers possessed all tenets associated with how Auntie is defined in this current
study. Figure 5.4 illustrates the Fictive Kinship Continuum. It spans from Auntie to Big
Mama, and participants are ranked along the continuum according to the characteristics
and attributes that they demonstrate. The continuum is fluid as teachers can move in and
between Auntie and Big Mama as identified by their attributes at the time of rating.
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Figure 5.4
Fictive Kinship Continuum
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Discussion of Theme 3: Welcoming and Engaging Learning Environment
Elementary school classrooms are full of diverse learners, all needing something
different and all presenting with distinctive characteristics ranging from unique
personalities, cognitive development, backgrounds, culture, diversity of thought, and
physical abilities. General education teachers are challenged with meeting the needs of
these students. In fact, one key teaching disposition is to provide an enriching and
rigorous learning environment for all students in their class (Sleeter, 2008; Sleeter &
Owuor, 2011; Villegas, 2007; Walker-Dalhouse & Dalhouse, 2006). Historically,
teachers have developed lessons geared at “teaching to the middle” without considering
the academic needs of students in the margins. Having students at various levels can be
challenging but rewarding when the voices and experiences of diverse learners are
centered. Findings in the literature align with this current study and suggest that teachers
who create a safe and welcoming learning environment promote ethic of care between
themselves and their students and cultivate opportunities for discourse and academic
achievement for Black boys with disabilities (Bartell, 2011; Bondy et al., 2012; De Jong
et al., 2014; Howard, 2008). Other literature further suggests that students who
experience these types of environments feel a sense of belonging, engage in teaching and
learning opportunities, and experience increased levels of motivation and self-confidence
(Bartell, 2011; Ladson-Billings, 1994; Noddings, 2005). Themes and subthemes are
interpreted through the theoretical lens of Differentiated Instruction (DI), and Disability
Studies and Critical Race Theory (DisCrit).
Discussion of RQ 3 Subtheme: Black Boys’ Lives Matter. Data from this study
revealed the need to explore a student’s culture and employ culturally appropriate
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teaching methods to activate their learning and motivate them to excel beyond current
circumstances. Differentiated instruction is one theoretical framework used to address the
academic needs of Black boys with disabilities and other diverse learners. With this
framework, teachers create stimulating, productive learning environments using researchbased strategies. Teachers can also increase academic achievement by incorporating
process, product, learning environment, and content when designing lessons. The
teachers in this present study report used differentiated instruction on occasion, and many
did not have a solid grasp on the framework. For example, several respondents confused
accommodations and modifications as being a differentiated instructional strategy. These
findings strongly support the need for educator preparation programs to create classes
that focus on understanding and engaging in the discourse around race and ability.
Tomlinson (2014) postulates that for teachers to effectively incorporate tenets of
differentiated instruction, they must know their students, understand students’ culture,
and facilitate engaging, authentic tasks that align with students’ interests, learning
preferences, and readiness (Parker et al., 2017; Tomlinson & Imbeau, 2010). While the
levels and types of engagements differ among respondents in this study, all participants
make efforts to get to know their students. Two White respondents indicated a need for
support in creating a more authentic connection with students, having greater classroom
management, and connecting with families.
Discussion of RQ 3 Subtheme: What My EPP Taught Me. Sleeter (2008)
conducted a review that suggests that White preservice teachers do not fully understand
the implications and impact of how racism is embedded into the American educational
systems reinforcing the status quo. Similarly, findings from this current research study
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suggests there is a critical need to address and challenge racism and hegemonic practices
often found in American schools. Challenging systems are not solely based on the race of
a teacher but on their foundational background, their beliefs, acculturation, and views
regarding inequities within schools and the value attributed to students in the margins.
Such facets of racism perpetuated inequities and barriers for Black boys with disabilities.
Moreover, research on teacher education suggests that educator preparation
programs should focus on creating opportunities for teachers to be reflective regarding
issues related to social justice, culture, implicate biases, race, and diversity (Young et al.,
2017). Early-career teachers in this current study did not feel that their EPP fully
equipped them for challenging the educational system and responding to inequities and
injustices impacting Black boys with disabilities. As Such, there is an opportunity for
colleges and universities to participate in further research regarding how to prepare earlycareer teachers to build on the cultural and linguistic strengths of students and to identify
and address patterns of discrimination within education for Black boys with disabilities.
In fact, courses that train teachers to recognize and challenge assumptions and to
examine their own thoughts and feelings about marginalized communities, particularly
Black boys with disabilities, are necessary components of educator preparation programs.
Colleges and universities must create multiple experiences and opportunities for teachers
to be critically reflective if we are going to create a teacher workforce equipped to meet
the needs of all learners and to stand in solidarity against inequities noted within
education when teaching Black boys with disabilities (Brown et al., 2019; Young et al.,
2017). Specifically, respondents in this current study reported not having an
undergraduate course(s) to help them with instructing and meeting the social, emotional,
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and/or academic needs of Black boys with disabilities. Early-career teachers in this
current study did identify a desire for additional training in this area. One participant did
complete a course on Implicit Biases and noted a direct benefit to improving the teaching
and learning experiences of Black boys with disabilities. Additionally, colleges and
universities must create opportunities where teachers learn to center the voices and
experiences of Black boys with disabilities and to engage students in participating in selfempowerment to speak out against inequities impacting the schooling experiences for
these students. As Sleeter and Owuor (2011) noted and as found in this current study, it is
not enough to simply be aware of racism, inequities, and systemic issues in education;
teachers must be trained to act and stand against these issues. Qualitative findings in this
current study, such as participants’ response to how to build relationships with Black
boys who have a disability and participants challenge to engage these students in the
learning process support the recommendation for the need for anti-racist training of
educators.
Discussion Related to Disability Studies and Critical Race Theory
Understanding the intersection and impact of race and ability is helpful when
addressing DisCrit Tenet 3, Tenet 4, and Tenet 7. Tenet three highlights that race and
ability are both socially constructed ideologies. Tenet four discusses the importance of
centering the voices and experiences of students who face oppression because of one or
more of their identities. In order to support the identify development of Black boys with
disabilities in highly impacted schools, teachers must develop further understanding of
the implications of race, ability, and socioeconomic status experienced by these students.
An awareness of these three factors leads teachers to better understanding how Black
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boys with disabilities must gain a triple consciousness. Black boys with disabilities must
understand what it means to navigate as a Black male, have a disability, and deal with
economic insecurities. As these students often experienced discriminatory acts because of
these identities. In Tenet 7, activism challenges the oppressive, hegemonic systems, one
of which is education. One guiding principle of Tenet 7 is that teachers should move
beyond educating about oppression and move to challenging and changing systems using
action, advocacy, and/or protest.
In this study, the researcher uses elements of Disability Studies and Critical Race
Theory (DisCrit) to understand how respondents actively participated in advocacy and
activism and how they reported empowering their students. A limited number of
respondents share their engagement in active resistance as a demonstration and
empowerment for impacting students.
Limitations of the Study
One tremendously impactful limitation was conducting this study during the
midst of a global pandemic, COVID-19. As such, interviews were virtual via zoom.
When interviews for the study were conducted, some teachers had just returned to inperson teaching. Students had been out of the classroom for nearly 2 years, resulting in a
unique set of issues and challenges. Teachers feared for their own health and safety,
while others feared that they would not be able to close the academic gap, which had
further widened due to the pandemic. Some respondents reported concerns about being in
schools that are short-staffed, as many teachers did not return to the profession. This
absence or shortage of teachers further heightened the inequities in educating Black boys
with disabilities and the placement of teachers in rural and urban schools.

180

Teachers in this study expressed concerns about teaching during the pandemic
and adjusting to the return of in-person teaching along with incorporating classroom
management and routines for students who, as second graders, had only attended virtual
classes and had no in-person classroom experiences. There is a growing body of research
addressing the impacts of dispositions and beliefs regarding teaching and learning, and
the stress teachers experience resulting from teaching during the pandemic (GarcíaCarmona et al., 2019; Ramos, 2020; UNESCO, 2021).
Another limitation of the study was that the sample size for Phase 1 was
underpowered. When the a priori was run, the statistical analysis required 130
participants for appropriate power. One hundred thirty-eight respondents completed the
online survey. After data cleaning, 116 viable files remained, creating a smaller sample
size. Analysis that was not statistically significant could have been adversely affected by
sample size. Occasionally, cell size was not met for Chi-square. In Chi-square analysis,
cells require five respondents within a cell. Data such as race did not meet this
requirement as there were only four different categories reported.
A final limitation noted in Phase 1 is that the researcher has to rely on self-reports
regarding whether survey respondents believed that they enacted elements of culturally
responsive teaching. Since the survey was both online and anonymous, the researcher
could not follow up on comments made by respondents. The decision to make the online
surveys anonymous was in hopes that teachers would feel more protected and would
honestly share their dispositions, perceptions, and beliefs about teaching Black boys with
disabilities rather than providing socially and politically correct responses.
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Implications for Practitioners
Additional support and training must be made available for teachers in the
workforce, as stated repeatedly by participants in this study. Early-career teachers must
be provided with a network of support to ensure that they are not left to their own
devices, along with a steep learning curve and our students’ academic future at stake. It is
recommended that schools have strong beginning teacher support programs. These
programs should address induction and success for early-career students.
There should be regular professional development, and teachers should have
personalized professional development learning plans (PPDLP). Just as every student’s
need is not the same, neither is every teacher’s need. Personalized professional
development plans can be implemented as a self-paced course, modules, book studies,
case studies and vignettes, and/or school-based conferences with specific workshops.
Educator support programs like Iris and CEEDAR already have previously developed
modules useful for creating personalized professional development learning plans
(PPDLP). Moreover, teachers should have the autonomy to rate their needs and select
areas where they need additional training and support. Teachers should also experience
an authentic learning culture. Early-career teachers must understand that they are not
expected to come in with all of the answers but be willing to take steps to educate
themselves on unfamiliar areas and topics. During the development of beginning teacher
induction and support, mentors should also receive additional training to help adequately
support beginning teachers.
Finally, new teachers should have time for learning walks where they learn from
peers. Schools already embrace professional learning communities and learning walks
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can be added to these communities. Teachers can then help by providing suggestions and
ideas of how to cover this time to provide fellow early-career teachers with this
opportunity. Promoting teacher input also helps with buy-in and accountability in
creating a learning culture for all. Lastly, critical conversation circles (C3) are
recommended for early-career teachers. During C3, all mentors and teachers engage in
critical conversations discussing and sharing experiences. These meetings are purposeful
and focus on critical problem-solving. Teachers have 3 minutes to share concerns,
challenges and needed support. The group has one or two minutes to ask questions and
another two to three minutes to share recommendations and strategies that might be
helpful. Every mentee should have an opportunity to discuss their needs, and timeframes
may be adjusted depending on group size and time allocated for the C3.
Implications for Teacher Education Programs
Strong educator preparation programs and induction programs are critical to the
academic success of Black boys with disabilities (Özüdoğru, 2018). Teachers must be
able to know, understand, and apply aspects of Black culture, students’ interest, and
incorporate engaging instructional strategies to create rich learning opportunities for
these students. As Sleeter and Owuor (2008) noted, teachers must leave their EPP with a
knowledge spanning beyond awareness but one of applying practical knowledge of
culturally responsive teaching. Preservice teachers should be placed in urban schools
during their student teaching to gain a better understanding of the teaching and learning
experiences and needs of these students. The research supports that early-career teachers
will likely be employed in urban schools as these schools tend to have more vacancies
(Sutcher et al., 2016). These teachers must be prepared to teach diverse learners with and
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without disabilities to do no harm to the psychological well-being of these students and to
create a rich, engaging environment where all students not only can but WILL learn.
In addition, educator preparation programs must have required courses with
critical reflection and critical discourse on the examination of whiteness in education,
teachers’ understanding of social justice, aspects of urban education and culture, and
addressing the needs of students in the margin. Educator prep courses should include
Whiteness as a Property to assist with understanding systemic racism within education
and a course on the foundations of Black Culture in Education. Attention should be given
to understanding the roles and implications of punitive disciplinary actions and how these
approaches funnel Black and Brown students, especially males with disabilities, into the
preschool-to-prison pipeline. In this study, every respondent indicated that they did not
feel completely prepared to teach this population after leaving their colleges and
universities. All respondents also indicated that they had not had a course specifically
aligned with the teaching needs of this diverse population of students. If we are truly
going to impact the teaching and learning experiences of Black boys with disabilities,
there should be attention given to how teachers are prepared in their educator preparation
programs, courses identified as being noteworthy, and in-service supports must be
strengthened to include ongoing professional development, training, and quality
mentoring for beginning teachers.
Additional Recommendations for Further Research
Additional research to understand the impact and implications of early-career
teachers’ experiences teaching in a post-COVID era should be examined. Specifically,
attention should be given to determining if teachers require support and training in
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trauma-infused teaching and socio-emotional learning as it appears that both teachers and
students are facing more stressors as an impact of the pandemic. Moreover, further
research is necessary to better understand the needs of early-career teachers within their
first three years of teaching in hopes of strengthening educator preparation programs and
Induction and Support. These teachers should be supported during their transitions from
student teaching into K-8 classrooms, and attention should be paid to the increasing
attrition rates of educators who instruct Black boys with disabilities in highly impacted
schools.
Lastly, respondents in this study who had prior experience in special education as
a paraprofessional or a behavior specialist appeared to fair better when teaching Black
boys with disabilities than those with no prior experience. The educators in this study
with special education knowledge presented with a stronger grasp and understanding and
were more ready to instruct Black boys with disabilities. Researchers should examine if
this is a strong pathway for teachers entering the profession and if it contributes to
teachers having more in-depth knowledge and understanding of students with disabilities,
classroom management, and culturally responsive instructional strategies.
Summary
In closing, the results and findings of this study were not completely surprising.
What the findings indicate is that these teachers in this study had similar feelings, fears,
and concerns as other pre-service teachers. Some early-career and preservice teachers are
fearful about what they did not understand regarding Black boys with disabilities because
some teachers have never had direct interaction or prior experience with these students. A
discussion of such feelings has helped teachers to recognize and acknowledge
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underlining implicit biases and embedded race views of Black boys with disabilities.
These beliefs and perceptions are continuously perpetuated by the media and reinforced
in a climate where hate and violence have become accepted and common occurrences.
The need for early-career teachers to be prepared to educate Black boys with
disabilities is not a new issue, but it is one that will continue increasing as classrooms
become more diverse while the teaching workforce remains the same. Providing highly
qualified, culturally competent teachers for Black boys with disabilities will help to
dismantle the preschool-to-prison pipeline if teachers can enact culturally responsive
teaching, warm demander, and an ethic of care towards these students. Teachers should
create authentic, relevant, appropriate, and engaging educational opportunities for
students who need them most. Moreover, addressing the needs of Black boys with
disabilities is also an equity issue. If the education profession is about creating equitable
learning opportunities for all students, Black boys with disabilities can no longer be
ignored and left in the margins within K-8 schools in the United States.
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Appendix A
Demographic and Experience
1) What is your gender? (Male, Female, Non-gender Conforming)
2) What is your race? (Standardized list of races to select from)
3) How many consecutive years have you been teaching full-time
as the Teacher of Record? This does not include any time that
you were a long-term substitute, student-teacher, or
paraprofessional. (0-3) (4-7) (8-11) (12 or more).
Would you be willing to participate in a 45- to 50-minute virtual or face-toface interview? The purpose of the interview is to understand your experience
with teaching Black males with disabilities in a general education setting.
Information from the study will be used to recommend ways to strengthen
teacher preparation programs for specifically teaching this population. All
eligible participants who participate in and complete the interview will receive
a $50 Visa gift card. Participants must meet the following requirements.
Qualifications: (1) Be a general education teacher with no more than three
years of full-time experience, (2) have taught at least two Black males with
disabilities during this timeframe, (3) Currently teach or have taught in a Title
I school, or highly impacted school, (4) Must be willing to participate in a 60minute face to face or virtual interview, with a possible follow-up interview if
needed. If you answered yes to all qualifying questions in #4, please provide
your name, best contact number, and email address
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Appendix B
Culturally Responsive Teacher Preparedness Scale (Hsiao, 2015)

1.

Infuse the curriculum and thematic units with the culture of students represented
in the classroom.

2.

Review and assess curricula and instructional materials to determine their
multicultural strengths and weakness and relevance to students’ interests and
instructional needs, and revise them if necessary.

3.

Develop a repertoire of instructional examples that are culturally familiar to
students to serve as a scaffold for learning.

4.

Find ways to support language acquisition and enhance culturally and
linguistically diverse students’ comprehension of classroom tasks

5.

Use a variety of assessment techniques, such as self-assessment, portfolios, and
so on, to evaluate students’ performance in favor of cultural diversity.

6.

Design assessments to complement the culturally responsive pedagogical
strategies that were employed during instruction.

7.

Assess culturally diverse students’ readiness, intellectual and academic strengths
and weaknesses, and development needs.

8.

Utilize a variety of instructional methods to match students’ learning preferences
in learning the subject matter and maintaining their attention and interest in
learning.

9.

Know how to communicate with culturally diverse students and their parents or
guardians.

10. Structure classroom-based meetings that are comfortable for parents.
11. Foster meaningful and supportive relationships with parents and families and
actively involve them in their students’ learning.
12. Use non-traditional discourse styles with culturally diverse students in an attempt
to communicate in culturally responsive ways.
13. Communicate expectations of success to culturally diverse students.
14. Establish expectations for appropriate classroom behavior in considering
students’ cultural backgrounds to maintain a conducive learning environment.
15. Develop and maintain positive, meaningful, caring, and trusting relationships
with students.
16. Create a warm, supporting, safe, and secure classroom environment for culturally
diverse students.
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17. Create a community of learners by encouraging students to focus on collective
work, responsibility, and cooperation.
18. Provide students with the knowledge and skills needed to function in mainstream
culture.
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Appendix C
Supplemental Survey Questions

Supplemental Survey Questions- Addressing the Needs of Black Boys with Disabilities

1)

Do you currently use any instructional strategies that you believe align with
best practices for teaching Black boys with disabilities? (Yes or No). If yes,
go to question #2. If no, skip to question #5.

2)

Keeping in mind, Black boys with disabilities, which instructional strategies
do you use most frequently? List two instructional strategies that you use to
teach this population.

3)

How would you rate the overall success of the first instructional strategies
that you identified in question 2? 0- (Ineffective), 1- (Somewhat Ineffective),
2- (Neutral), 3- (Effective), 4- (Highly Effective).

4)

How would you rate the overall success of the second instructional strategies
that you identified in question 2? 0- (Ineffective), 1- (Somewhat Ineffective),
2- (Neutral), 3- (Effective), 4- (Highly Effective).

5)

Considering the Black boys with disabilities you have taught, have you found
it more difficult to engage Black males identified with a disability compared
to their Disabled White male peers? 1- Very Difficult, 2- Somewhat Difficult,
3- About the same, 4- Easy, 5- Very Easy

6)

Considering the Black boys with disabilities you have taught, have you found
it more difficult to engage Black males identified with a disability compared
to their Non-disabled Black male peers? 1- Very Difficult, 2- Somewhat
Difficult, 3-About the same, 4- Easy, 5- Very Easy

7)

Considering the Black boys with disabilities you have taught, have you found
more difficult to engage Black males identified with a disability compared to
their Non-disabled White male Peers? 1- Very Difficult, 2- Somewhat
Difficult, 3-About the same, 4- Easy, 5- Very Easy

8)

Did any course(s) in your educator preparation program train you to
specifically teach Black boys with disabilities? (Yes or No). If yes, proceed to
question #9. If no, skip to question #10.
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9)

If you answered yes to question 8, please name and briefly describe the
course(s) that prepared you to teach Black boys with disabilities. You may
identify as many as you determine prepared you to teach Black boys with
disabilities.

10) Do you receive direct support from your current school administration
regarding addressing the academic needs of Black boys with disabilities?
(Yes or No)
11) Do you receive direct support from your current school administration
regarding addressing the behavioral needs of Black boys with disabilities?
(Yes or No)
12) Do you receive direct support from your current school administration
regarding addressing the emotional needs of Black boys with disabilities?
(Yes or No)
13) If you answered yes to ANY QUESTION (10, 11, or 12) proceed to question
14. If you answered no to ALL QUESTIONS (10, 11, or 12), skip to question
16.
14) If you answered yes to either of the following questions 10, 11, or 12, How
often do you receive direct support from your current school administration
regarding the needs of Black boys with disabilities? Identify the rating that
applies most often. 1- (Daily), 2- (Three or four days a week), 3- (One or two
days a week), 4- (One or two days a month), 5- (One or two days a year).
15) Keeping Black boys with disabilities in mind, what type of support(s) you’re
your school administration provide you to address the needs of these
students? Check all that apply.
a.

Intervene in the management of your classroom

b.

Provided classroom management strategies or ways to strengthen it

c.

Provide written praise or encouragement through notes or emails

d.

Provide verbal praise or encouragement

e.

Empower you to make instructional decisions

f.

Create policies or practices that address racism impacting students
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g.

Create polices or practices that address ableism impacting students

h.

Create polices or practices that promote a culture of inclusiveness for
Black males with disabilities

i.

Create polices or practices that promote a culture of inclusiveness for
parents of Black males with disabilities

j.

Provide you with recommendations for instructional strategies

k.

Model for you how to implement an instructional strategy

l.

Teach a lesson for you

m. Co-teach a lesson with you
n.

Provide you with a mentor or partner teacher

o.

Is open to feedback and concerns impacting Black boys with
disabilities

p.

Provide common planning time with your special education teacher

q.

Provide common planning time for Professional Learning
Communities

r.

Provide time to meet with your grade-level team

s.

Provide time to meet with cross-curricula or upper/lower grade
teachers

t.

Arrange or facilitate professional development within the school

u.

Arrange or facilitate professional development outside of the school

v.

Provide or facilitate resources or training on various types of
disabilities

w. Create regular opportunities for Black boys with disabilities to interact
and engage with their general education peers beyond specials such as
Art, Music, Gym, etc.
x.

Promote social justice by creating or implementing programs such as
restorative practice or teen court

y.

Implement policies or practices which promote the social and
emotional learning needs of Black boys with disabilities, such as
Character Education
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z.

Identify or recommend conferences for you to attend regarding the
teaching and learning of Black boys with disabilities

aa. Provided financial resources for additional materials
bb. Provide time to conduct lesson studies or observe other teachers
16) Do you believe that you incorporate inclusive educational practices to include
Black boys with disabilities? (Yes or No) If yes, go to question number 17. If
no, skip to question number 18.
17) If you believe that you create an inclusive educational environment, please
discuss inclusive practices you have used with Black Boys with disabilities.
18) Do you believe that your teaching practices dismantle hegemonic, anti-black
practices within education? Hegemonic practices are defined as practices
within education used to control or suppress marginalized groups (Yes or
No). If yes, proceed to question #19. If no, skip to question #20.
19) Please discuss the teaching practices and ways that you dismantle hegemonic,
anti-black practices within education. List as many as you determine
necessary.
20) What, if anything, do you now know that you wish you would have learned in
school before teaching Black boys with disabilities?
End of Survey: Thank you for taking the time to complete this survey. Your input and
participation are extremely valuable for improving and strengthening academic
services to Black boys with disabilities.

210

Appendix D
Qualifying Section for Early Career Teachers Participants

These questions are asked before participants are eligible to participate in the interview
portion of the study.
1) Are you a general education elementary teacher? For this study,
elementary includes any combination of PK-8, including 6th – 8th (typically
considered as middle schools).
2) Do you currently teach in a highly impacted school? For this study, highly
impacted school is a school that is deemed as Title I and has low or belowaverage performance on the school's end of year testing in one or both
subgroups: Black boys or Students with disabilities.
3) Do you currently teach, or have you previously taught at least two Black
boys with an active/current 504 plan or an Individual Education Program
(IEP)?
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Appendix E
Interview Protocol
Read the following script before beginning each interview
(1) Tell the participant the purpose of the project: “The purpose of this
project is to understand early-career general education teachers’
perceptions of their training to teach Black boys with disabilities.
Specifically, questions will seek to understand what instructional
strategies you have found to be helpful with this population and what you
wish you would have known before beginning your teaching career.”
(2) Tell the participant how data will be collected: “The interview will be
video recorded, and I will take field notes during the interview. The
purpose of having both sources of data is to compare and affirm the data.
I want to make sure that I get it right and accurately capture what you say
because what you have to share is just that important to me.”
(3) Tell the participant that you will keep their information confidential: “The
interview and the information that you share with me is strictly
confidential. No one outside of the study will have access to what you tell
me. You have been assigned a participant number. I will use this number
to link the video recording to the field notes and write up the report. So,
your name will not be used during the recording, notes, transcriptions, or
final report. Once the video recording is completed, and before anyone
else sees the video, I will use face distortion software to protect your
identity further. The informed consent will further explain this which you
will read in a moment.”
(4) Tell the participants the length of the interview: “The interview is
expected to last between 45 to 50 minutes and may last longer if there is a
rich discussion. I will ask you a set of questions asked of all participants.
However, there may be some follow-up questions depending on your
response. I may, at a later date, contact you if additional information is
needed. You are not obligated to participate in a follow-up interview, but
it would be greatly appreciated. I will only contact you for a follow-up
interview if it is necessary.”
(5) Tell the participant that there is informed consent: “As I mentioned
earlier, there is informed consent. This study has been IRB approved to
make sure that nothing is done that will cause you harm. I will give you
the consent form to read, and if you agree with it, you will sign and date
it. This gives me your permission to participate in the study. I also have
an extra copy for you to keep for your records. When the recording
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begins, I will ask you if you have read the informed consent and agree to
it.”
(6) Tell the participant that you are available to answer any questions: “Do
you currently have any questions about anything we have discussed? Feel
free to ask any questions as you read the informed consent.”
While the participant is reading the informed consent, make sure that the video
recorder is working.
(7) Turn on the video recording: “I am interviewing participant number
_____ for this research study. The purpose of the study is to understand
his or her experience when teaching Black boys with disabilities.
Participant number ___ have you read the informed consent, and do you
agree to participate in the study? Thank you for taking the time to talk to
me and to share your experience.

213

Appendix F
Open-Ended Interview Questions
1) What grade do you currently teach?
a. What other grade levels have you taught?
2) How long have you been teaching?
a. How much of that time has been in highly impacted schools? When I say highly
impacted schools, I'm talking about schools with a large number of students with
free or reduced lunch or those that might have low test scores for students with
disabilities or Black boys.
3) Tell me, why did you decide to go into a teacher?
4) Do you think it is crucial to incorporate a students’ culture into your lessons or the
curriculum you teach? Why or why not?
a. If yes – How do you go about doing this?
5) In college, did you take a course(s) that helped you understand how to incorporate
the students’ culture into your lessons? If so, what was it?
a. If yes – Tell me about the class
b. If No- What type of class do you believe would have helped you understand how
to incorporate a students’ culture into your teaching?
6) Describe any instructional strategies that you have found to help the teaching and
learning experience for Black boys with disabilities.
a. If yes- How have these strategies impacted the teaching and learning for these
students?
7) In what way, if any, do you do to build relationships with Black Boys identified
with a disability?
8) In what way, if any, do you communicate high expectations for Black Boys
identified with a disability?
9) In what way, if any, do you create a structured class environment?
10) In the survey, you were asked whether you found it challenging to engage Black
males with disabilities in the teaching and learning process. Talk to me about your
experience.
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a. If participants found it easy – What do you contribute to your success or
ability to engage these students?
b. If participants found it difficult – What do you think would have helped
prepare you with the challenges of engaging this population?
c. What type of support, if any, do you receive from your school
administration?
i. Have you found supports provided by your school administration to be
helpful in what ways or not?
ii. What type of support, if any, do you wish that your school
administrator would provide?
11) Now that you have started teaching, talk to me about whether the course(s) you
took in your teacher prep program helped you address Black boys with disabilities
needs? What if anything did it lack?
a. Affirmative- Why do you believe that it prepared you to teach this
population?
b. Negative- If you had taken a course to prepare you to teach Black boys
with disabilities, how would your ideal class look?
c. What, if anything, do you wish you would have learned that you did not
know or were not taught?
12) Talk to me about whether you believe your teaching practices empower Black
boys with disabilities?
13) In what way, if any, would you change your college teacher preparation program
regarding training to teach Black Boys identified with a disability?
14) Is there anything else you would like me to know about your experience when
teaching Black boys identified with a disability?
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Appendix G
Field Notes Template

Fieldnotes Template

Perceptions of Culturally Responsive Teaching

Date:

Time:

Interview Type (Initial or Follow-up)
Number:
Question

Interview Format (FF or Virtual) Participant

Descriptive Observations, Direct Quotes and
Nonverbal Communication

1
2
3
4
5
6
7
8
9
10
11
12
13
14

216

Researcher’s Reflective
Notes

Appendix G.1
Field Notes Template Section #2 Fieldnotes Template

Perceptions of Culturally Responsive Teaching
Date:

Time:

Interview Type (Initial or Follow-up)

Interview Format (FF or Virtual)

Participant Number:

Researcher’s First Impression:

Participant’s Demeanor:

Participant’s interaction with their environment:

Final Impressions or Others:
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Appendix H
Critical Values Information
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Appendix I
Recruitment Flyer
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Appendix J
Video Recording Consent Form
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Appendix K
Video Recording Termination Form
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Appendix L
Participant Responses Coding Sheet
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